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ABSTRACT 
RELATIONS AMONG GENDER, YEARS OF EXPERIENCE 
AND PREFERRED MENTORING FUNCTIONS 
OF HIGH SCHOOL ASSISTANT PRINCIPALS 
MAY, 1992 
MAUREEN LENNON LA CROIX, B.A., BRIDGEWATER STATE COLLEGE 
M.Ed., BRIDGEWATER STATE COLLEGE 
Ed.D., UNIVERSITY OF MASSACHUSETTS 
Directed by: Professor William Lauroesch 
The purpose of this research was to identify and 
differentiate the mentoring needs of one group of admin¬ 
istrators, high school assistant principals. Specifically, 
the study has focused on mentoring functions delineated 
according to psychosocial vs. vocational needs, deter¬ 
mination of the comparative value subjects placed on 
psychosocial and vocational functions, the influence of 
an individual's age on the desire to enter a mentoring 
relationship, influence of years as assistant principal on 
the need for mentoring functions, a preference for mentor 
gender, and effect of one's career aspirations on his/her 
desire for mentoring assistance. 
Subjects were 42 male and 33 female assistant prin¬ 
cipals from Massachusetts. All subjects completed a 
questionnaire rating eight mentoring functions (educating, 
coaching, sponsoring, protecting, role-modeling, encourag¬ 
ing, counseling, and moving from transitional figure to 
colleague). Ten subjects (five men; five women) partic¬ 
ipated in a follow-up interview. Questionnaire data were 
vi 
analyzed using a correlational approach; interview data were 
presented thematically. 
Hypothesized influence of age of subject and years of 
experience affecting the need for mentoring assistance were 
not found except for the counseling function. Hypothesized 
effects for subjects' valuing psychosocial more than voca¬ 
tional functions were substantiated. Hypothesized effects 
for women valuing same-gender mentors more than men or men 
valuing vocational assistance more than women were not 
substantiated. In the follow-up interviews, however, women 
indicated a preference for same gender role models. 
Hypothesized effects for the career aspirations of an 
individual influencing his/her desire to receive mentoring 
assistance were substantiated for the consulting and 
sponsoring functions only. The function least valued 
was the protecting function. 
The major conclusions of the study were: 
(1) Similarities between the mentoring needs of the men and 
women suggest that progress has been made in differentiating 
gender from leadership. 
(2) Novices are not alone in exhibiting the need for 
mentoring assistance. Something akin to the need for the 
collegiality, counseling and honest feedback of mentoring 
exists at every level throughout one's career. 
Results suggest a mentoring program would benefit 
individuals of varying ages and experience levels and that 
it is unnecessary to match proteges and mentors by gender. 
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CHAPTER I 
THE PROBLEM 
Nature of the Problem 
The Massachusetts Working Group on Administrator 
Certification is currently engaged in the process of refin¬ 
ing a proposal entitled "The Preparation and Certification 
of Public School Administrators in Massachusetts for the 
21st Century." The draft proposal (November, 1989) of this 
group suggests that individuals who seek full, professional 
certification as administrators will be expected to 
successfully complete a mentorship program under the 
guidance of an approved mentor. Since the proposal is still 
in the draft stage, it is this researcher's understanding 
that the mentorship component of the program has not yet 
been defined. This inquiry has been designed to fill what 
this researcher perceives as a gap in the knowledge base. 
Specifically, the researcher has surveyed a transitional 
group of administrators namely high school assistant 
principals, to discover what value, if any, they place on 
the vocational and/or psychosocial assistance oftentimes 
associated with mentoring relationships. 
Purpose of the Study 
The purpose of this study has been to identify and 
differentiate the mentoring needs of one group of 
administrators, namely, high school assistant principals. 
The investigator has sought to determine: 
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whether high school assistant principals 
value psychosocial functions more than 
vocational functions; 
whether an individual's age influences his/ 
her desire to enter a mentoring relationship; 
whether a participant's years in the position 
of assistant principal influence his/her need 
for various mentoring functions; 
whether subjects have a preference for a 
mentor's gender relative to his/her gender; 
whether men value vocational functions more 
than women; and 
whether the career aspirations of an indi¬ 
vidual influence his/her desire to receive 
mentoring assistance. 
This study defines mentoring according to the eight 
functions utilized in an earlier study by Schockett (1984). 
In separating the mentoring functions, this author is not 
suggesting that such functions occur in isolation. Rather, 
the author accepts the hypothesis of Anderson and Shannon 
(1988) that such functions are "conjunctive" and, thus, 
performed by the mentor on an "as needed" basis. 
A review of the literature reveals that considerable 
attention has been given to the roles of mentors in both the 
business world and the teaching profession (Valverde, 1980; 
Phillips-Jones, 1982; Daloz, 1983; Kaufmann et al., 1986); 
however, the Danforth Program (Daresh, 1987) appears to 
represent one of the few studies specifically devoted to an 
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examination of the needs of school administrators, in this 
case principals. The research to date suggests that the 
benefits of mentoring in both the business sector (Collins, 
1978; Weber, 1980; Alleman, 1984; Farren et al., 1984; Keele 
et al., 1984; Zey, 1984) and the teaching profession 
(Anderson et al., 1980; Merriam, 1983; Krupp, 1985; Taylor, 
1986; Galvez-Hjornevik, 1986; Sprinthall et al., 1987; 
Levine, 1987; Shulman, 1988) far outweigh the potential 
problems which may result from implementation of such 
programs. 
Since this researcher has for some time believed 
that both formal and informal mentoring programs have 
the potential to improve current practice devoted to the 
training, induction, and career planning of assistant 
principals, she wanted to know if assistant principals 
share her views. It seemed appropriate to ask assistant 
principals their views of mentoring before the Commonwealth 
of Massachusetts imposes new certification requirements 
which mandate internships supervised by mentors. 
Delimitations 
This research undertaking, meant to inform the efforts 
of the Massachusetts Working Group on Administrator 
Certification, was limited to an inquiry into the mentoring 
experience/needs of high school assistant principals in 
Massachusetts. Limiting the subject pool to one group— 
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high school assistant principals—and one state, 
Massachusetts, made the study manageable; in addition, 
it allowed the researcher to control for variables in 
certification procedures and credentials which vary from 
one state to another. The random sample of 100 assistant 
principals targeted to receive the questionnaire was drawn 
from the Massachusetts Secondary School Administrators' 
Association Directory (1990-1991 school year). Using this 
recently published document as a resource enabled the 
researcher to ensure that individuals were at the time of 
the survey employed as assistant principals; in addition, 
it allowed the researcher to personalize the letter which 
accompanied each questionnaire. In-depth interviews were 
conducted with ten of the respondents. Limiting the number 
of subjects selected for an in-depth interview was 
deliberate on the part of the researcher who recognized that 
time is of the essence if one expects to finish such a study 
in a timely fashion. 
Since the scope of the study was limited, however, 
readers are asked to be judicious and exercise caution 
before presuming to generalize the findings to other 
populations. Such a caution is not meant to diminish the 
significance of the researcher's limited findings which 
have, in fact, been corroborated by numerous earlier studies 
Bahniuk (1990); Ragins and McFarlin (1990); Anderson and 
Shannon (1988); Gehrke (1988); Haring-Hidore (1987); Kram 
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and Isabell (1985); Krupp (1985); Short and Seeger (1984); 
Kram (1983); and Merriam (1983). In providing such a 
caution, the researcher must stress to the reader that she 
found no circumstance idiosyncratic to Massachusetts that 
prompted responses from the sample that she would be 
unlikely to get from a different cohort. For the 
qualitative section of the study, however, the reader must 
exercise extreme caution before generalizing such findings. 
The small sample on which these findings are based, combined 
with the subjective nature of that part of the inquiry, 
reduce the researcher's confidence in those findings. 
Need for and Significance of the Study 
To understand the need for a study of the mentoring 
phenomenon as such a study relates to the training of school 
administrators, one must first place it in its historical 
context. Increased interest in adult learning, life cycle 
theories, and gender differences in career development has 
prompted researchers to examine effective methods for 
inducting novices into the professions. Such research has 
resulted in a renewed interest in and a greater under¬ 
standing of the age old phenomenon known as mentoring. 
Since mentors are variously tagged guru, guide, friend, 
counselor, sponsor, teacher, and role model, the specific 
functions of the mentor and the value of the mentoring 
relationship are debated among the experts. 
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In the realm of secondary education most of the focus 
on the value of mentoring has been centered on teachers 
rather than administrators. The proposed changes in 
certification regulations for principals and assistant 
principals suggest, however, that careful consideration must 
be given to the mentoring component in the proposed 
regulations. This researcher believes that for program 
planners understanding mentoring functions is a critical 
first step which must be taken before one can conceptu¬ 
alize, develop, and implement new programs which include 
mentoring as one component in the training of school 
administrators. With that end in mind, this researcher's 
inquiry is intended to be used to inform and direct the 
efforts of the planning team, the Massachusetts Working 
Group on Administrator Certification. 
Design of the Study 
This study utilized the "Model of Mentoring" developed 
by Schockett, Yoshirma, Beyard-Tyler, and Haring (1983), 
which classified mentoring activities according to function. 
In this model such functions are delineated according to 
vocational needs and psychosocial needs. This "Model of 
Mentoring" was utilized by Schockett (1983) who investigated 
the mentoring needs of college juniors majoring in educa¬ 
tion. Schockett's study asked participants to view a series 
of vignettes delineating mentoring functions. This 
researcher has also focused on mentoring functions; however, 
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she used a questionnaire rather than vignettes to gather 
data. The questionnaire which this researcher used was 
pilot tested and validated by a group of high school 
principals. The pilot study revealed that gender seems 
to influence the value individual participants attach to 
mentoring functions. 
In this follow-up study the researcher targeted high 
school assistant principals; mentoring functions provided 
the focus for this study. The investigation attempted to 
discover whether assistant principals, who are likely to be 
a more transient group of professionals than principals, are 
more interested in receiving one type of mentoring 
assistance rather than another. The investigator attempted 
to discover whether assistant principals place greater value 
on vocational or psychosocial assistance. The researcher 
also examined whether males have a response which is 
different from that of the females. Do men and women place 
different value on vocational vs. psychosocial assistance? 
For this study the researcher targeted 100 high school 
assistant principals from a pool of 292 active members of 
the Massachusetts Secondary School Administrators' 
Association (MSSAA). Ten of the questionnaire respondents 
(five men and five women) were then selected to participate 
in in-depth interviews to enable the investigator to gain a 
greater understanding of the kind of mentoring assistance 
assistant principals have received or would like to receive. 
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The Interview Guide, developed by Zey (1984) for his 
research study of mentoring practices in the business 
sector, was adapted by this investigator to suit the 
educational realm. 
Definition of Terms 
For the purpose of this study, attention to the subtle 
differences in the terms commonly associated with mentoring 
may be helpful, » 
Generativitv The interest in establishing and guiding the 
next generation with a kind of parental drive 
which includes both productivity and 
creativity. (Erikson, 1968 p. 138) 
That voluntary obligation to strangers that 
marks successful development in middle age. 
(Sheehy, 1981 p. 72) 
Groomina- 
Mentoring 
The special assistance provided by an older, 
more experienced professional who grooms his 
or her protege during a transitional period, 
such as entry into a profession. (Levinson, 
1978) 
Induction A process for developing among new members of 
an occupation the knowledge, skills, 
attitudes, and values essential to carrying 
out their roles effectively. (Rogers & 
Drury, 1988) 
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Linking 
Mentor 
Pin An essential function of a linking pin is to 
provide an information flow and to establish 
reciprocal influence between the two groups 
of which he or she is a member. . . . The 
linking pin should function as a channel 
between the two groups so that they both 
have before them the same statement of the 
problem and the same facts, knowledge of 
situational requirements, awareness of 
differences and conflicts and other relevant 
information. (Likert, R. & Likert, J., 1976 
p. 187) 
Trusted and experienced supervisors or 
advisors who have personal and direct 
interest in the development and/or education 
of younger or less experienced individuals, 
usually in professional education or 
professional occupations. (Eric Thesaurus 
1980) 
A wise and trusted teacher. (Josefowitz, 
1983) 
In education: a friend, guide, counselor, and 
teacher. (Merriam, 1983) 
Mentoring Experiential Learning. (Bova & Phillips, 
1984) A nurturing process in which a more 
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Network 
Mentoring 
Networking 
Protege 
(Protegee) 
Psychosocial 
Functions 
(Mentoring) 
skilled or more experienced person, serving 
as a role model, teaches, sponsors, 
encourages, counsels, and befriends a less 
skilled or less experienced person for the 
purpose of promoting the latter's 
professional and/or personal development. 
Mentoring functions are carried out within 
the context of an ongoing, caring relation¬ 
ship between the mentor and the protege. 
(Anderson & Shannon, 1988) 
A flexible and mutually interdependent 
pattern of training, information sharing and 
support where two people may move back and 
forth between the roles of mentor and 
protege. (Swoboda & Millar, 1986) 
Professional socialization, an integral 
function of a mentorship. (Collins. 1978; 
Sheehy, 1978) 
A man or boy (woman or girl) whose welfare, 
training, or career is promoted by an 
influential person. (The American Heritage 
Dictionary, Second College Edition) 
1. Role Modeling: Providing an opportunity 
for a protege (protegee) to observe the 
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mentor interacting with significant others, 
dealing with conflict, and balancing personal 
and professional demands. 
2. Encouraging: Demonstrating confidence in 
a protege's (protegee's) abilities; building 
self-confidence in a protege (protegee) by 
providing emotional support and positive 
feedback; motivating a protege (protegee) to 
do his or her best. 
3. Counseling: Discussing a protege's 
(protegee's) fears, anxieties, and uncertain¬ 
ties; providing a forum in which a protege 
(protegee) can discuss personal as well as 
career-related professional issues. 
4. Moving from a Transitional Figure 
(Superior) to a Friend (Colleague): 
Assisting a protege (protegee) to perceive 
himself/herself as a colleague, peer, or 
friend whose assistance and ideas are valued. 
(Schockett, 1984: 5-7) 
Sponsor Press agent whose relationship with the 
protege is much more superficial than that of 
the mentor. (Woodlands, Group, 1981) 
One who vouches for the great ability of a 
candidate for admission. (Josefowitz, 1983) 
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Synergistic 
Relationship 
Vocational 
Functions 
(Mentoring) 
One who is more focused on the organization 
than the mentor who is focused on developing 
an individual. (Merriam, 1983) 
A complimentarity of style which is critical 
to the smooth interaction between the mentor 
and the protege (protegee). (Zey, 1984) 
1. Educating (Teaching, Challenging, and 
Evaluating): Teaching by enhancing a 
protege's (protegee's) technical skills 
and intellectual development; providing 
challenging work assignments and con¬ 
structive criticism; evaluating a protege's 
(protegee's) potential. 
2. Consulting and Coaching 
a) Consulting: Acquainting a protege 
(protegee) with the political dynamics 
or informal power structures of a 
community; introducing a protege 
(protegee) to a profession's values, 
norms, and resources. 
b) Coaching: Clarifying a protege's 
(protegee's) goals, dreams, and methods 
of implementing these goals; enabling a 
protege (protegee) to develop a set of 
personal and professional standards. 
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3. Sponsoring and Providing Visibility and 
Exposure 
a) Sponsoring: Providing "good press" 
for a protege (protegee) by discussing 
the protege (protegee) for key 
positions, and vouching for a protege's 
(protegee's) capabilities. 
b) Providing Visibility and Exposure: 
Assisting a protege (protegee) in estab¬ 
lishing contacts in the professional 
community by engaging in such activities 
as accompanying the protege (protegee) 
to significant meetings and public 
events. 
4. Protecting: Shielding a protege 
(protegee) from negative publicity or from 
potentially damaging contact with other 
persons of influence; taking the blame 
sometimes for the protege's (protegee's) own 
blunders. 
Womentoring Women mentoring other women. (Hetherington & 
Barcelo, 1985) 
CHAPTER II 
REVIEW OF THE LITERATURE 
Introduction: A Historical Perspective 
of the Mentoring Relationship 
The scholar first credited with describing the 
mentoring phenomenon is Homer in his epic poem, The Odvssev. 
In this tale Odysseus ventures forth to fight the Trojan 
War. Since he must leave his son Telemachus behind, 
Odysseus asks Mentor, an old man who has faithfully served 
him as a companion and trusted friend, to care for his young 
son. Mentor dutifully agrees to serve and soon becomes a 
stand-in father and authority figure befriending and 
educating Telemachus. As the tale progresses, Athena, 
Goddess of Wisdom, assumes Mentor's form manifesting herself 
to Telemachus as she urges him to set out on a voyage in 
search of his father. With Mentor's assistance and 
guidance, Telemachus ventures forth and eventually finds a 
new, fuller identity of his own. The Mentor-Telemachus 
. •• 
relationship has been examined by numerous modern day 
researchers and -seems to serve as an inspiration for many of 
the formal and informal mentoring relationships present in 
both the business and education communities today. 
Interestingly enough, the widespread use of the term 
mentor seems to be of very recent vintage, appearing in the 
Eric Thesaurus in 1980. In order to understand mentoring 
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and place it in an appropriate context, most researchers 
suggest that one must first understand the theories of Eric 
Erikson and Daniel Levinson. Eric Erikson's research 
(1950), which focused on the various stages of adult 
development, has been credited with providing a solid body 
of knowledge which spurred human resource development 
specialists to become interested in programs such as 
mentoring models which are suited to meet the needs of the 
developing, learning adult. Erikson theorized that three 
significant turning points occur during adulthood. The 
first stage which he labelled the "intimacy vs. isolation" 
period spans the ages of 20-40 and is characterized as the 
love stage of young adulthood. The second stage labelled 
the "generativity vs. stagnation" period occurs between the 
ages of 40-65 and is characterized by a struggle between 
one's interest in guiding the next generation and one's 
desire to establish a healthy ego identity. The third stage 
labelled the "integrity vs. despair" period occurs after the 
age of 65 when one achieves a certain sense of wisdom and 
attempts to come to terms with past experiences. It is 
during the second stage, "generativity vs. stagnation," 
where, according to Erikson, one can best meet his own 
developmental needs by entering a mentoring relationship; 
thus, it is this stage which is of interest to those who 
seek to understand this phenomenon. Citing the work of 
Erikson, Kram (1983) noted: 
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Through enabling others, the midlife individual 
satisfies important generative needs and also has 
the opportunity to view and reappraise the past 
by participating in a younger adult's attempts to 
face the challenges of early childhood (p. 609). 
The work which popularized mentoring by specifically 
suggesting program models was Levinson's The Season's of a 
Man's Life (1978). Inspired by the work of Erikson, Daniel 
Levinson formed a research team to study the transition from 
youth to middle age. Levinson's study scrutinized the lives 
of 40 men, concluding that the years between 17 and 33, 
which he dubbed the novice stage, comprise a critical 
juncture in a young man's development. During this stage 
Levinson found four developmental tasks to be critical: 
(1) Forming a dream and giving it a place in 
the life structure; 
(2) Forming a mentor relationship; 
(3) Forming an occupation; and 
(4) Forming love relationships, including 
marriage and family (p. 23). 
In describing the Dream, Levinson stressed its importance in 
one's future growth as he said: 
A young man's growth depends a good deal on 
whether his early life structure is consonant 
with, and infused by, the Dream—or is opposed to 
it. If the Dream remains unconnected to his life, 
it may simply die and with it will die his sense 
of aliveness and purpose (p. 23). 
Ideally, the young man finds a mentor who supports and 
facilitates the realization of the Dream. Failure to do so, 
Levinson suggests, impacts negatively on one's personal and 
professional life. 
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This report presumes an understanding of the work of 
both Erikson and Levinson, since mentoring researchers, 
program developers, and theorists have relied heavily on the 
work of both men. To format this literature review, this 
researcher has taken a phenomenon which moves back and forth 
along a continuum and compartmentalized that phenomenon. 
Such compartmentalization is not meant to diminish the 
complexity of the phenomenon, rather to increase 
understanding of the numerous and distinct components which 
contribute to the phenomenon. Ergo, this review begins with 
an analysis of the phases/stages of mentoring relationships. 
Mentor-Protege (Protegee) Relationship: 
What Is It? What Purpose Does it Serve? 
Stages of the Mentor-Protege (Protegee) Relationship 
To understand the mentor-protege (protegee) 
relationship requires an acknowledgment that there are 
clearly recognizable stages which frame this phenomenon. 
Following his observations of mentors and proteges, Levinson 
(1978) concluded that the relationship evolves through three 
stages which last between 2-3 years on average; 8-10 years 
at maximum. In the first stage, the apprenticeship, the 
young man attaches to a more experienced adult. During this 
stage the protege is extremely dependent on the mentor. The 
second phase, autonomy, is marked by a more mutual relation¬ 
ship between the mentor and protege as they strike a better 
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balance between giving and receiving. For the final stage, 
termination, there are two options: either the relationship 
ends with a total lack of involvement or it becomes a 
lasting friendship. 
Kram's (1983) study affirmed the findings of Levinson 
and others; however, her research took the phase/stage 
findings one step further. She identified 18 mentor-protege 
relationships which had reached various stages of devel¬ 
opment and then began a study to discover the psychological 
and organization factors which had prompted the relationship 
to move from one phase to the next. According to her 
findings, the first phase, initiation, lasts 6-12 months and 
is characterized by a senior manager selecting as his 
protege a young manager, who is deemed to have potential and 
be amenable to coaching. Kram observed, "A fantasy evolves 
of someone who can become an object for the transmission of 
the senior manager's values and perspective on the world" 
(p. 615). The protege's successful completion of assigned 
projects where he demonstrates both assertiveness and 
competence marks the movement of the relationship to phase 
two. The second phase, cultivation, has a duration of 2-5 
years; typically during this phase the relationship peaks. 
The protege becomes increasingly competent; the mentor, 
satisfied and proud. "During the cultivation phase the 
boundaries of the relationship have been clarified, and the 
uncertainty of what it might become during the initiation 
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phase is no longer present" (p. 617). As the protege 
demonstrates that he has acquired critical skills and 
understands the inner workings of the organization, (mastery 
taking between 2-5 years), he is ready to move towards the 
third stage, separation. Kram suggested that separation 
occurs on two levels, both structural and psychological. 
Structural separation, which is the protege's movement to 
another position in the organization, occurs simultaneously 
with psychological separation, which is the protege's 
demonstration of a confidence that he can make it on his 
own. Phase three ends when both participants recognize that 
they are no longer dependent on the relationship in its 
previous form. The relationships which are solid enough to 
survive the separation phase move to the final stage of 
redefinition in which the mentor and protege are considered 
peers and friendship is the predominant theme. 
Bravmann's findings (1986) of discernable stages in the 
mentor-protege relationship mirrored those of both Levinson 
and Kram. According to Bravmann, the first stage, idealism, 
is characterized by the protege's dependence; the second 
stage, negotiation, is noteworthy, for the protege 
(protegee) becomes increasingly independent; and the final 
stage is distinguished by a shift from a hierarchical 
relationship to a collegial peer relationship. Swoboda and 
Millar (1986) added another dimension to our understanding 
of the mentor-protege (protegee) relationship as they 
identified the benefits of "network-mentoring." Haring- 
Hidore (1987) extended the discussion by differentiating 
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between "grooming-mentoring" and "network-mentoring." 
Haring-Hidore's findings prompted career counselors to 
consider the differences between "grooming-mentoring," a 
developmental relationship which moves through the stages 
of initiation, cultivation, separation, and redefinition; 
and network-mentoring," which she noted, follows a very 
different pattern since the roles of mentor and protege 
(protegee) are continually interchanged. This contrast of 
two very different forms of the mentor relationship is 
indicative of an increasingly sophisticated understanding 
of a complex relationship. 
Mentors: Functions and Roles 
Levinson (1978) believed that the formation of the 
Dream is the primary task a young man must successfully 
complete between the ages of 17 and 33. The mentor's 
function during the critical developmental stage is to both 
support and facilitate the formation of the Dream; his role 
is that of both parent and peer. During this time the 
mentor is expected to serve as a transitional figure in the 
young man's life fostering his development to enable him to 
make a smooth transition from "child-in-relation-to parental 
adults" to "adult-in-peer-relation-with other adults." 
Valverde's (1980) study supported Levinson's findings; 
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however, it placed mentoring in the more formal organi¬ 
zational setting. After conducting comprehensive interviews 
with six sponsors, Valverde concluded that they perform four 
functions: providing exposure, giving advice, offering 
protection, and providing sanction. Daloz (1983) 
essentially concurred with Valverde, adding "challenging the 
protege" to the list of mentor functions. Kaufmann, Harrel, 
Milam, Woolverton, & Miller's (1986) study, which focused on 
the mentoring of gifted adults, found that the mentor 
performs three functions: 
(1) Role Model - one who acts as an exemplar, 
offering intellectual stimulation and 
transmitting professional values; 
(2) Professional/Personal Supporter - one 
who offers professional encouragement 
and personal support; and 
(3) Professional Socialization - one who 
provides opportunities for increased 
visibility as he advocates for the protege. 
Kram (1983) discerned a greater complexity in the 
mentor functions, which caused her to differentiate between 
"career" and "psychosocial" functions. The career 
functions, identified as those which serve to enhance the 
career advancement of the protege, seem to represent a 
compilation of both Valverde's and Daloz's findings. Kram 
identified the career functions as: sponsorship, 
exposure/visibility, coaching, protecting, and providing 
challenging assignments. Psychosocial functions, on the 
other hand, which she defined as those which enhance the 
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protege's sense of competence and effectiveness, require the 
mentor's involvement in role modeling, acceptance/ 
confirmation, counseling, and friendship. 
Anderson and Shannon (1988) noted that mentoring is 
viewed as an informal process by Levinson (1978) and a 
formal process by Zey (1984). While Levinson views 
mentoring as an informal relationship where the mentor 
serves as a counselor or guru, Zey views mentoring as a 
formal process within the organizational setting. Zey 
defined a mentor as: 
A person who oversees the career and development 
of another person usually a junior, through 
teaching, counseling, providing psychological 
support, protecting, and at times promotion and 
sponsoring. The mentor may perform any or all of 
the above functions during the mentor rela¬ 
tionship (p.7). 
Zey (1984) also suggested that mentoring functions can be 
organized into a logical hierarchy with the benefits to the 
protege and the investment of the mentor increasing as one 
moves through the hierarchy. Such a hierarchy would 
include: 
(1) Teaching - Protege receives instruction in 
management techniques, social graces; 
(2) Psychological Counseling/Personal Support - 
mentor focuses on confidence building; 
(3) Organizational Intervention - mentor 
intercedes, runs interference for the 
protege; and 
(4) Sponsoring - Protege is recommended for pro¬ 
motion (p. 8) . 
23 
In attempting to conceptualize a mentoring model for 
teachers, Anderson and Shannon (1988) suggested that mentor 
functions are "conjunctive" with the mentor performing any 
or all of the functions as the need arises. Anderson and 
Shannon's description of the mentoring functions is 
comprehensive and clearly reflects the findings of the 
researchers who preceded them. According to them, the 
functions include: 
(1) Teaching - (modeling, informing, prescribing 
questioning); 
(2) Sponsoring - (protecting, supporting, 
promoting); 
(3) Encouraging - (affirming, inspiring, 
challenging); 
(4) Counseling - (listening, probing, clarifying, 
advising); and 
(5) Befriending - (accepting, relating) (p. 40). 
Anderson and Shannon stressed that, while mentoring may 
focus on professional and/or personal development, true 
mentors are concerned about the overall and all inclusive 
welfare of their proteges (protegees). They also suggested 
that the mentor's disposition is a critical factor for it 
will impact on the mentor's ability to function effectively. 
For mentoring to be a success, the mentor's disposition must 
enable the mentor to: 
(1) Open himself to the protege by allowing the 
protege to observe him in action; 
(2) Lead the protege incrementally over time; and 
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(3) Express care and concern about the personal 
and professional welfare of the protege (p. 
41) . 
Anderson and Shannon's suggestion that the functions, roles, 
and disposition of the mentor will all impact on the success 
of the mentor-protege (protegee) relationship seem con¬ 
sistent with Kram's findings of both career and psychosocial 
functions. 
Phillips-Jones' study (1982) further defined the 
possible roles and functions of the mentor. She used the 
following six labels to differentiate among the possible 
mentoring roles: 
(1) Traditional mentors - older bosses who 
protect, advocate for, support, and 
nurture the protege; 
(2) Supportive Boss - someone in a direct 
supervisory role who serves as a coach 
teaching and guiding the protege; 
(3) Organizational Sponsor - someone in a 
position of power able to initiate a 
promotion; 
(4) Professional Career Mentors - someone hired 
to improve one's career; 
(5) Patrons - individuals who use money or clout 
to launch another's career; and 
(6) Invisible Godparent - one who directly helps 
an individual's career without the 
knowledge of that person (pp. 22-24). 
Whether formal or informal for altruistic or selfish 
motives, the role of the mentor is clearly critical, the 
functions diverse, and the potential benefits to both the 
mentor and the protege (protegee) numerous. The mentor may 
be a "supportive boss," a "sponsor," a "patron," or a 
"coach." Regardless of which role he/she plays, his/her 
influence will be directly related to the extensiveness of 
his involvement. 
What Are the Benefits of a Mentoring Relationship? 
The mentor-protege (protegee) relationship may be 
established as a result of either formal or informal 
linkages. Formation of such relationships oftentimes is 
propelled by either the individual's need for feedback and 
desire for professional advancement or the organization's 
need to induct new employees efficiently through a 
structured introduction to the policies, practices, and 
norms of the corporation. 
Alleman's study (1984) found that in the business 
setting the mentor provides feedback to the protege 
(protegee) on many different levels. The mentor may give 
general information, provide political information, offer 
challenging assignments, provide counseling, help with 
career moves, develop trust, showcase the protege's 
(protegee's) achievement, offer protection, or develop a 
personal relationship, even a friendship. Weber's (1980) 
work suggested that the mentor-protege relationship also 
provides invaluable feedback to the mentor. As Weber notes 
Discussions with proteges provide risk-free 
opportunities to explore ideas and alternatives, 
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and thus help mentors sharpen their own think¬ 
ing, skills, and ideas (p. 22). 
Zey (1984) pointed to another dimension of the valuable 
feedback found in such relationships when he suggested that 
the protege actually enhances organizational communication 
by serving as Likert-style "linking pin," becoming the 
go-between for individuals working in different strata of 
the organization (p. 98). In Zey's view, the protege 
coexists in his own peer group as well as in the upper 
strata of the mentor's peer group; thus, he enhances the 
flow of communication between the groups by alternating 
membership in each group. Zey's findings are supported by 
White (1990) who found that the mentor relationship enables 
senior managers to inculcate the norms and values of the 
* 
organization in junior members; such findings are also 
supported by Wilson and Elman (1990) who suggest that the 
relationship facilitates the transmission of corporate 
culture. Some career advisers actually encourage novices to 
find mentors able to teach them the unwritten culture and 
norms of the organization (Lawler, 1990). 
Levine's (1987) study, which focused on the impact of 
life cycle issues on the life of the professional educator, 
highlights a critical need for increased feedback for those 
employed in a school setting. In Levine's view, the 
isolation of both administrators and teachers places serious 
constraints on their opportunities to receive much needed 
feedback. Principals, assistant principals, and specialists 
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told her that the supervisory and evaluative nature of their 
roles "distanced them from other adults" (p. 18). They 
further suggested that the time constraints of their 
positions limited their opportunities to "reflect and share 
with colleagues." Clearly, individuals in such positions 
would benefit from mentor-protege (protegee) relationships. 
The isolation of the classroom teacher also suggests a need 
for more effective feedback mechanisms. In describing the 
life of teachers Levine notes: 
Self-contained classrooms and lock step scheduling 
minimize opportunities for adult interaction. The 
flatness of the profession limits chances for 
promotion and recognition. If the development of 
adult relationships is constrained and acknowl¬ 
edgment of success limited, how will the adults 
who work in schools satisfy their developmental 
• needs for peer interaction? (p. 18) 
Shulman (1988) affirmed that teaching is a lonely 
profession where teachers feel isolated working behind 
closed doors. In Shulman's view, encouraging collegial 
activities, such as mentoring, can offer opportunities for 
feedback which will alleviate the feelings of isolation. 
According to Thies-Sprinthall (1986), a teacher induction 
program in North Carolina resulted in both the mentor 
teacher and the novice benefitting from the feedback 
provided by the mentor-protege (protegee) relationship. 
Participants in this program, who had lessons tape-recorded 
then critiqued by colleagues, were able to benefit by 
assuming the roles of both supervisor and supervisee. 
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Individuals who participate in mentoring relationships 
also benefit from enhanced opportunities for professional 
advancement (Collins, Roche, 1979; Zey, 1984; Kaufmann et 
al., 1986; Fagenson, 1989; Bahniuk et al., 1990). Such 
enhanced opportunities for professional advancement are 
realized by both mentors and proteges (protegees). Studies 
(Roche, 1979; Kaufmann et al., 1986) have further 
demonstrated that the protege who becomes involved with a 
successful mentor benefits financially, since he is apt to 
earn more money at a younger age than his peers. A recent 
study by Whitely, Dougherty, and Dreher (1991), which 
focused on the promotions and compensation of 404 career 
managers, revealed that both promotion rate and compensation 
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were positively affected by career mentoring. Zey (1984) 
noted that mentors also benefit from the task accomplishment 
of the protege, which not only helps the mentor complete his 
own job, but also enhances the mentor's reputation, enabling 
him to engage more effectively in empire building. David 
Dorman, a Vice President at an advertising agency, 
succinctly summed up the benefits to the mentor when he told 
Zey: 
Let's call a spade a spade - this is not 
a selfless involvement. As he moves up 
the ladder, he needs to have a back up. 
He can't be as involved with all the clients 
as he used to be. He needs to delegate and 
be comfortable with whom he's delegating to 
(p. 81). 
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Proteges, on the other hand, may benefit professionally 
from the mentor's stature in the organization. McLane 
(1981) found that a mentor: 
. . . adds to the protege's stature within the 
organization. ... If the mentor is well 
regarded, his stamp of approval will influence the 
thinking of others who may be equally if not more 
important to the protege's success (p. 39). 
Some researchers (Keele & DeLamare-Schaefer, 1984) argue 
that reciprocity is the key ingredient in these 
relationships and that the benefits which accrue to the 
protege also accrue to the mentor. Such benefits include 
job advancement, greater control of the work environment, 
creation of a support system, more access to the system's 
resources, development of a reputation, and personal 
satisfaction (p. 38). 
While the job-related enhancements certainly seem 
central to most mentoring relationships, for some, personal 
satisfaction surfaces as the key reward. Commenting on his 
relationship with his protege, one of the executives in an 
early study (Collins, 1978) at Jewel Tea noted: 
It was a joy to me to work with someone like that. 
I could use his brains, his ability, strengths, 
and youthfulness. Our relationship was a great 
pleasure for me, our personalities matched so well 
(p. 96). 
A Pennsylvania Department of Education survey on mentoring 
relationships (Davan, 1986) affirmed the validity of this 
Jewel Tea executive's perception of the benefits of such 
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relationships. According to Davan, amongst educators: "The 
psychosocial rather than career functions are deemed more 
helpful by both men and women" (p. 3). Davan's findings are 
supported by Shulman's study (1988) which found participants 
in a teacher induction program benefitting from the 
friendships which developed. The psychological benefits are 
also highlighted by Thies-Sprinthall (1986) who was told by 
a teacher in the North Carolina Induction Program: 
. . . most significant was the self-confidence 
and awareness of my role as a supervisor. I 
learned to relate to a colleague, not only as a 
friend, but also as a mentor. By learning about 
different conceptual levels I have a better 
understanding. . . (p. 18). 
Taylor's study (1986) of the California Mentor Teacher 
Program also reaffirmed that the psychosocial benefits seem 
to outweigh the career functions in the educational setting. 
Taylor found that mentors benefit from the professional 
satisfaction they experience when others adopt their methods 
as well as from a personal satisfaction they experience as 
they sense that good teaching is being recognized and 
rewarded (p. 41). 
Krupp's (1985) pilot mentoring program in Connecticut 
school systems revealed that mentoring relationships: 
(1) Provide a means to spark our aging school 
personnel; 
(2) Provide a greater sense of enthusiasm about 
teaching and administering; 
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(3) Profit both the mentor and the protege; and 
(4) Foster growth (p. 155). 
From Krupp's point of view mentoring programs are well- 
suited to meeting the staff development and psychosocial 
needs of both teachers and administrators in our schools. 
Organizations also reap the rewards of effective 
mentoring programs. In a study of the Merrill Lynch 
Management Readiness Program, which serves as a model for 
other Fortune 500 companies, Farren, Gray, and Kaye (1984) 
found that the organizational benefits include: 
(1) Fostering of the development of employees 
with high potential; 
. (2) Passing on the corporate culture; 
(3) Increasing company loyalty; and 
(4) Inculcating accepted organizational norms 
(p. 24). 
Zey (1984) affirmed the findings of Farren et al. 
(1984), adding that the organizational benefits from 
"the protege's rich comprehension of the organizational 
structure, environmental dynamics, and personalities" 
(p. 71). Such an experience, in Zey's opinion, causes the 
protege to feel closer to the organizational goals. 
Bova and Phillips' extensive study (1984) of men and 
women who had participated in mentoring relationships in 
both professional associations and graduate programs 
revealed that the organizations benefitted from the 
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protege's growth and learning. Proteges who learned risk¬ 
taking behaviors, communication skills, political skills, 
leadership, and what it means to be a professional quickly 
become valuable assets to their organizations. 
What Are the Potential Problems 
Inherent in Mentoring Relationships? 
While it is widely acknowledged that mentoring programs 
can and do benefit both individuals and organizations, such 
programs are not without their problems; such intense 
relationships are not without their risks. Organizations, 
as well as potential mentors and proteges (protegees), need 
to acquire a clear understanding of some of the potential 
pitfalls prior to the inception of any formal program. 
After reviewing the work of numerous researchers, Merriam 
(1983) delineated the personal shortcomings that both the 
mentor and the protege may bring to such a relationship when 
she said: 
Mentors may be unfulfilled individuals who try to 
live through an alter-ego in an attempt to gain 
some sort of immortality. Proteges, on the other 
hand, may be compensating for an unhappy child¬ 
hood. Neither motivation is likely to lead to a 
healthy relationship (p. 163). 
In a study focused on mentoring relationship problems in 
academe. Brooks and Haring-Hidore (1987) found that proteges 
sometimes perceived inadequacies in their mentor's behavior, 
personalities, or attitudes. In some cases proteges felt 
that the mentor made inappropriate sexual advances; in other 
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instances, proteges developed personal feelings which com¬ 
promised what should have been a business-like relationship. 
As a result, Brooks and Haring-Hidore suggested: 
The largest single group of problems cited 
by both mentors and proteges related to the 
inadequacies or deficiencies of their counter¬ 
parts in the mentoring relationship (p. 9). 
In Brooks and Haring-Hidore's study it is interesting to 
note that a higher proportion of women than men experienced 
problems. 
Haitlin (1981) hypothesized that the shortcomings of 
individuals and misuses of the mentor role could harm the 
organization. In Haitlin's view: 
Instead of supporting organizational goals, 
a mentor can use the relationship to demonstrate 
personal power by supporting as a show of force 
a particular person who is not worthy or qualified 
for a position. When political alliances within 
an organization are important for advancement, 
the mentors may be used as political pawns (p. 
38) . 
Such competition between mentors, Haitlin suggested, would 
polarize individuals within the organization and, as a 
result, prove to be detrimental, not beneficial. 
Zey (1984) cited specific risks that mentors incur when 
they enter into such relationships. In Zey's view, the 
potential risks for the mentor may cause either personal or 
career harm. Such risks may include the mentor: 
(1) Misappropriating time and energy by expending 
both on the protege rather than on business; 
Exposing himself to the protege by openly 
discussing his own weaknesses and failures; 
(2) 
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(3) Risking his own reputation as the protege may 
reflect poorly on him; and 
(4) Compromising his influence and position in 
the organization by associating with a poor 
performing protege (p. 90). 
Mertz (1984) supported Zey's hypothesis, but labeled the 
potential risks facing the mentor as "external" (what the 
protege does reflects on the mentor) and "internal" (what 
the mentor does requires letting down the barriers and 
risking vulnerability and personal exposure). 
Fury (1979) focused on the potential pitfalls facing a 
novice who enters into a mentor-protege relationship. In 
Fury's view, a protege must be wary of potential dangers 
which include: 
(1) Mentor losing power or influence in the 
organization; 
(2) Protege being limited to one other person's 
perspective; 
(3) Mentor leaving the organization; 
(4) Male mentors requiring sexual favors 
from female proteges; and 
(5) Protege risking attachment to a "bad" 
mentor (p. 45). 
While Farren et al. (1984) agreed that mentoring can foster 
personal problems, relational problems, and organizational 
problems, they added that one of the most substantial 
pitfalls of such programs comes from "the myth that a mentor 
is required in order to succeed" (p. 20). 
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In education the introduction of a formal program seems 
to bring its own set of problems and challenges. The long¬ 
standing isolation of the classroom teacher causes veterans 
to question their ability to participate in such a collegial 
venture. One veteran teacher interviewed by Shulman (1988) 
noted: 
I've taught for 35 years and I absolutely dreaded 
the idea of visiting another teacher's class. I 
have strong feelings about dropping in and taking 
notes. It makes you seem like a spy, even if 
you're going to write down nice things (p 34). 
In Shulman's view, the greatest obstacles to the estab¬ 
lishment of mentoring programs for teachers come from their 
difficulty with "interpersonal dynamics" and their fear of 
"vulnerability." While Thies-Sprinthall does not dispute 
the thesis that such personal problems present obstacles to 
program development, she feels that the background and 
training of potential mentors is the most critical variable. 
For a program to be successful, the mentor teacher must be 
carefully screened and trained. 
Thies-Sprinthall's review of the literature of 
practices in student-teaching programs prompted her to 
conclude, "Most experienced teachers are not particularly 
thoughtful or reflective about the process" (p. 14). 
Mentoring research indicates that mentors must be both 
thoughtful and reflective if they are going to train a 
protege. 
36 
Mentoring: Qualities and Traits of the Mentor 
The qualities, characteristics, and traits which an 
individual needs to possess in order to function 
successfully as mentor have been the focus of much of the 
research on this phenomenon. Collins' (1978) benchmark 
study of Jewel Tea executives equated "sponsorship" with 
parenthood, suggesting that such relationships must involve 
"love.'! The mentor in such relationships is an older boss, 
described as an individual who exudes confidence and is able 
to accept the challenges. Gehrke (1988) supported the 
contention that the mentor-protege relationship is one kind 
of a love relationship. He placed this relationship in the 
context of Martin Buber's "I-Thou" model saying it is an: 
"I-Thou relationship in which we abandon the objectifying 
mode, the pretense and manipulation, and enter into an 
authentic relationship" (p. 44). 
Necessity for an age differential is supported by 
Levinson (1978) who suggested that the ideal mentor is half 
a generation (8-15 years) older than the protege as well as 
by Schein (1978) who found that the mentor must be more 
experienced—not a peer. Weber's (1980) description of the 
mentor as a senior person, "who undertakes to guide a 
younger person's development, both personal and career" (p. 
20), is consistent with the views of both Levinson and 
Collins. Weber further suggested that such an individual 
must have an integrated personality which is assertive and 
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dominant on the one hand; gentle and accepting of the 
protege on the other hand. 
The Woodlands Group (1980) added a new wrinkle to the 
debate suggesting that the mentor-protege relationship most 
effectively exists outside the boss-subordinate relation¬ 
ship. From their perspective the characteristics of the 
mentor comprise the critical variables. In order for the 
relationship to be successful, they suggest that the mentor 
must: 
(1) Possess a wide range of knowledge of the 
organization; 
(2) Be self-appointed; 
(3) Possess generosity, concern, and compassion; 
and 
(4) Be more concerned with the needs of the 
protege than the needs of the organization 
(p. 919). 
Anderson and Shannon (1988) supported the hypothesis that 
the mentor's disposition is a critical element necessary for 
the relationship's success. The mentor, in their view, must 
be able to allow the protege to observe him in action, to 
lead the protege incrementally over time, and to express 
concern about both the personal and professional welfare of 
the protege. Roche's (1979) extensive survey of 4,000 
subjects involved in mentor-protege relationships supported 
the findings of the Woodlands Group and Anderson as it 
suggested that: "... in ranking the characteristics most 
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important for a mentor to have, respondents gave the highest 
value by far to the mentor's willingness to share knowledge 
and understanding (p. 14)." 
While Galvez-Hjurnevik (1986) agreed that the 
relationship should be voluntary, she suggested that both 
age and gender should be considered before mentor-protege 
(protegee) relationships are established. 
Alleman, Doverspike and Newman (1984), on the other 
hand, felt strongly that mentoring is a behavioral 
phenomenon not dependent on personal traits. In their view, 
one must simply encourage certain mentor-like behaviors. 
Avoidance of cross sex pairing is entirely unnecessary. 
Such a finding is partially supported by Zey (1984) who 
suggested that the most critical component for a successful 
mentor-protege relationship is the individuals' ability to 
work together towards a common goal. Zey felt that, "A 
crucial component of the mentor relationship is the ability 
to work together. Personality was important but not 
paramount in the mentor-relationships" (p. 173). Unlike 
Alleman et al., Zey's focus was on the protege whom he 
alleged must already be a "rising star" for the relationship 
to succeed. 
Egan's study (1985) of mentor-protege relationships in 
public education found that the "experience differential" 
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between the mentor and protege (protegee) was a necessary 
ingredient for a successful relationship. After inter¬ 
viewing 20 Illinois community college presidents, Thomas 
(1986) concluded that most mentors were older than mentees; 
on average there was a 15 year age differential. While this 
author recognizes that not all "experience differentials" 
involve an "age differential," she thinks it is safe to 
assume that frequently the two go hand in hand. The one 
finding of Thomas, however, that is very different from 
previous research was the community college presidents' 
suggestion that mentors may be either "animate" (people) or 
"inanimate" (books, institutions, dissertations). The 
suggestion that inanimate objects may function as one's 
ft? 
mentor certainly casts a different light on the 
"characteristics" research. 
Mentoring Women 
Since a segment of the literature devoted to 
mentoring focuses specifically on women's issues, it seems 
appropriate to pause and devote some space to this 
phenomenon. 
Kanter's (1977) benchmark study of corporations 
suggested that having a mentor or sponsor is a key 
ingredient, important for ensuring a man's success; 
essential for a woman's success. Harragan's (1977) popular 
advice manual focusing on how women might best achieve 
success in corporate America reflected Kanter's findings, as 
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it suggested that women find themselves at a disadvantage 
for upward mobility for two reasons: 
(1) An absence of influential networks; and 
(2) Lack of good training by mentors (p. 381) . 
Harragan's advice to women who wish to become successful is 
to find a mentor, which will increase one's chances of 
winning the game of corporate politics one-hundred fold. 
Kanter and Harragan set the stage for the debate on women 
and mentoring which continues to this day. 
Sheehy's (1974, 1981) research, reaffirmed by the 
subsequent work of Gilligan (1982), noted that there are 
significant differences in the timing of the developmental 
stages .for men and women. Such developmental differences 
signify differing career needs at different stages. In 
Sheehy's (1974) words: 
If the struggle for men in mid-life comes down to 
having to defeat stagnation through generativity 
. . . the comparable task for women is to 
transcend dependency through self-declaration (p. 
294). 
At this juncture both Sheehy and Gilligan would suggest that 
a mentor could offer an ambitious female invaluable 
assistance. 
Interested in finding out how the life cycle impacts 
the professional development of male and female educators, 
Levine (1987) used Sheehy's findings on developmental 
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differences between men and women to propel her research. 
Levine began with the assumption that: 
During the first half of the life cycle, women 
generally experience more outer restrictions and 
inner contradictions than men. From midlife on, 
there is a reversal of this pattern. When men 
begin to turn inward to reclaim the aspects of 
self that have been rejected on the road to career 
advancement, women whose children may now be 
grown, begin to think about striking out in the 
world to make their fortunes (p. 12). 
Levine sees direct application for this life cycle theory to 
the field of education. In her view, women who have been 
in teaching positions for a number of years may be prompted 
to seek career advancement through an administrative 
appointment, while men may be prompted to move out of 
administrative positions into the more nurturing role of 
teacher'or sponsor. 
While the literature supports the need for mentoring 
relationships, researchers have found that such relation¬ 
ships present problems for women. Zey (1984) noted that 
merely two percent of the senior managers in his study were 
women; as a result, women were unlikely to find a female 
mentor. Thus, the reality is that females are forced to 
seek male mentors. Unfortunately, such relationships 
oftentimes result in a discomfort factor for both parties, 
as well as possibility of potential problems with "sexual 
innuendo" traveling through the office grapevine. With the 
male mentors in the clear majority, however, Zey advises 
women to be pragmatic and remember that the power and status 
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of the potential mentor are far more important than gender. 
Colwill and Pollock's (1987) survey of the readers of 
Business Quarterly suggested that both men and women are 
discovering a greater comfort level with cross-gender 
mentoring; respondents revealed they would be egually 
comfortable with a mentor representing either gender. 
The findings of Colwill and Pollock's survey are supported 
by three studies Olian, Carroll and Piannatonio (1988) 
conducted with 675 undergraduates to determine what 
characteristics proteges (protegees) seek in mentors. 
Their findings revealed that subjects show no consistent 
evidence of preference for same-sex mentors. 
One pragmatic difficulty which surfaces with cross¬ 
gender irtentoring, however, was identified by McKeen and 
Burke (1989) who found that informal mentoring programs are 
not yet as accessible for women as for men. To address this 
gap, they urge organizations to establish formal mentoring 
programs. Establishment of such programs could also address 
an issue which surfaced in Ragins and McFarlin's (1990) 
survey of 181 proteges in three organizations. Female 
protegees seeking fulfillment of the "role-modeling 
function" indicated a strong preference for a female mentor 
whom subjects felt would be better able to satisfy this 
need. Thomas' (1986) study of 20 Illinois community college 
presidents offered reason for optimism for women seeking to 
climb the corporate ladder. The majority of the 
participants in this study indicated that the changing roles 
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of men and women in society at large are having an impact on 
the politics of academia. 
Most of the community college presidents indicated that 
they are currently involved in mentoring women as well as 
men. As one male president said: "It used to be a negative 
thing to have a female protege. Now I do everything I can 
to assist women on my staff who have the potential and want 
to move ahead" (p. 4). Daresh (1987) , however, added a 
different perspective to what many view as the hurdles women 
must overcome. He concluded that the dearth in senior 
management positions was an advantage for the ambitious 
female. As he said, 
There are few women in positions that are "higher 
up" in the system so that doors may be opened to 
individuals ready to assume greater respon¬ 
sibility, authority, or prestige. As a result, 
the mentor has been seen as a person who is 
critical to assisting the individual woman cope 
with the system by pointing out the proper route 
to follow and ways to behave if she wishes to 
become more successful in the work place (p. 7). 
Thompson (1981) argued that gender is not the most 
important variable one must consider in selecting a mentor. 
After conducting in-depth interviews with numerous top 
executives in corporate America, Thompson concluded that the 
mentor's sense of self-esteem and ability to adapt to change 
are the critical variables. As Natalie Lange, a successful 
Vice-President with a large corporation, told Thompson: 
A mentor has to be secure enough to help a woman 
who may turn out to have more talent than he or 
she does. And he or she must be able to adapt to 
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change. If a mentor has these two key elements, 
gender is unimportant (p. 210). 
Knox and McGovern's (1988) exploratory study assessed 
the mentor characteristics of 71 women—faculty members and 
graduate students—involved in mentoring relationships at 
Virginia Commonwealth University. They found the following 
six characteristics to be the most important for a mentor: 
(1) Willing to share knowledge; 
(2) Competent; 
(3) Willing to let the protege grow; 
(4) Honest; 
(5) Willing to give positive and critical 
feedback; and 
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(6) Direct in dealings with the protege 
(P-40). 
The type of mentoring relationship a woman chooses may 
also have an impact on her career advancement. Haring- 
Hidore (1987) reviewed both "network-mentoring" and 
"grooming-mentoring" relationships to ascertain whether one 
was more advantageous than the other. Network-mentoring is 
characterized by the informality of the relationship and the 
interdependence of the participants. Grooming-mentoring is 
a more structured relationship characterized by the 
protege's dependence on the mentor. According to Swaboda 
and Millar (1986), the major advantage of network-mentoring 
relationships is that they are available to all women, not 
just the chosen few. Haring-Hidore (1987) supported this 
suggesting that: 
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Other advantages of network-mentoring include 
fewer relational problems that stem from 
intensity, greater self-reliance, less resentment 
by colleagues concerning favoritism, and no career 
setbacks related to a mentor's career problems (p. 
148). 
Such advantages seem to offset the major disadvantage which 
is that the upward mobility tends to be slower than that 
found in more intense mentoring relationships. Grooming¬ 
mentoring relationships, on the other hand, have the 
advantage of much faster upward mobility for the protege 
(protegee). Haring-Hidore noted, however, that such 
relationships, which are "based on favoritism" and 
"characterized by intense relationships," are inherently 
disadvantageous for women. She concurred with Swaboda and 
Millar who suggested, "Women's quest for equal status 
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generally is in contrast to favoritism" (p. 147). She also 
found potential for serious problems for women during the 
third and fourth stages of separation and redefinition. 
Such problems do not surface generally in the more 
interdependent, flexible "network-mentoring" relationships 
where proteges (protegees) and mentors frequently exchange 
roles. Keele, Buckner, and Bushnell (1987) supported this 
concept, suggesting that "network formation" also benefits 
the organization. Such mentoring is, in fact, both 
encouraged and arranged for chief executive officers (CEO's) 
who pay a fee to a company called Executive Committee which 
then enables members to serve as mentors and proteges 
(protegees) to one another (Morse, 1987). 
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The unique problems facing women of color have also 
been the focus of research. Hetherington and Barcelo (1985) 
urged all women to help one another by serving as 
"womentors" to junior members of the organization. Alarmed 
by the dearth of women in administrative positions in 
colleges and universities, Hetherington and Barcelo found 
that women of color face even greater obstacles than white 
women in accessing administrative positions. Thus, they 
suggest that: "It is the responsibility of all women to 
share information. By sharing, women empower other women to 
gain expertise and knowledge in their own rights" (p. 15). 
Thomas' (1990) survey of 88 Black and 107 White managers 
would support women seeking other women of the same race as 
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mentors. After examining the formation of developmental 
relationships, Thomas concluded that, "Same-race relation¬ 
ships provided significantly more psychosocial support than 
cross-race relationships." 
Shakeshaft's (1987) study of women in education 
affirmed that most women who have been successful in 
acquiring administrative positions have, indeed, had a 
sponsor or mentor help pave the way. Such women should now 
consider their obligation to serve as a mentor to help bring 
other women along. 
Mentoring Programs in Education 
The literature indicates that mentoring programs are 
being promoted more frequently in educational settings; 
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however, formalized programs are still sporadically 
distributed and loosely defined. Galvez-Hjornevik (1986) 
succinctly captured the potential contribution such programs 
can make to the teaching profession when she said: 
. . . mentoring can potentially enhance staff 
growth and development causing older, effective 
teachers to recognize the culmination of their 
years of experience in the profession and to 
provide beginning teachers with some needed 
assistance in their first year (p. 10). 
Galvez-Hjornevik's hypothesis is supported by the work of 
Krupp (1985). Krupp, whose expertise lies in staff 
development, instituted a mentoring research project in an 
elementary and secondary school in rural Connecticut. While 
she is the first to acknowledge that the findings of this 
pilot program are inconclusive, she does suggest that 
mentoring relationships provide administrators and teachers 
with a greater sense of enthusiasm for administration and 
teaching. Krupp suggested that, "Education must legitimize 
mentoring" (p. 64). Galvez-Hjornevik and Krupp's findings 
are supported by Egan's (1986) observations. In his study 
of 15 protege teachers and six mentors who were involved in 
naturally occurring mentor relationships, Egan found that 
both the mentor and the protege (protegee) benefitted from 
the relationship. While he stresses the importance of an 
"experience differential" between the mentor and the protege 
(protegee), he acknowledges that learning occurs on both 
sides of the equation. 
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Anderson and Shannon (1980) focused attention in 
another direction as they emphasized that successful 
mentoring programs in education are those which have been 
clearly conceptualized before their inception. In their 
view, mentoring must serve as a nurturing process where the 
mentor is an exemplary role model. Conceptually such 
programs should include: 
(1) A clear definition of mentoring as a 
relationship comprising five key functions 
(teaching, sponsoring, encouraging, 
counseling, and befriending); 
(2) A focus which emphasizes both professional 
and personal development; and 
(3) A relationship which is both ongoing and 
caring (p. 40). 
Following her extensive research on the mentoring 
phenomenon and appropriate program development strategies, 
Haring-Hidore (1986) suggested that programs should be 
carefully planned and include the following: 
(1) Clearly established goals which are 
articulated to all the appropriate 
constituencies; 
(2) A cycle which is clearly delineated to enable 
participants to understand the time frame for 
participation; 
(3) A monitoring system which encourages periodic 
feedback and keeps participants informed; 
(4) An evaluation system which establishes 
whether or not goals are being met and 
whether or not satisfaction is high among 
participants; and 
Careful selection and screening of both 
proteges and mentors. 
(5) 
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While Gehrke (1988) concurred that mentoring must 
emanate from an authentic, mutual relationship, he 
explicitly delineated the parameters of such relationships. 
In Gehrke's view, the Guiding Principles for promoting 
mentoring among teachers should be: 
(1) Choice - the mentor and protege must choose 
each other; 
(2) Time - two individuals must be able to spend 
time together to develop the relationship; 
(3) Negotiation - what is to be taught and 
learned must be negotiated and renegotiated; 
(4) Growing Independence - must be the protege's 
goal; 
(5) Acknowledgment of Unigueness - the protege 
must be encouraged to test his own vision of 
„ teaching; 
(6) Reciprocity - the mentor must sometimes be 
the one helped; 
(7) Whole Life Vision - the helping relationship 
should extend beyond the work place; and 
(8) Dialogue - (not monologue) must characterize 
the communication (p. 44). 
Shulman (1988) agreed with the need to establish viable 
relationships and effective lines of communication; however, 
conceptually she viewed such programs as "peer coaching" 
situations. With peer coaching the emphasis is placed 
primarily on the work setting where the mentor is expected 
to observe instruction and provide constructive feedback. 
Limiting the parameters of the mentor-protege (protegee) 
relationship to the work place seems to reduce the potential 
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benefit individuals might expect to derive from involvement 
in a program and/or relationship. 
Mentor Teacher Programs 
One of the first states to mandate a mentor program was 
California where the California Mentor Teacher Program was 
established by the legislature in 1983. The program was 
charged with addressing legislative concerns with teaching, 
recruitment, and retention in the profession. Taylor's 
(1986) doctoral research focused on 93 of the mentor 
teachers involved in this program. She found that mentor 
teachers are typically female elementary teachers in their 
thirties whose career aspirations are to stay in teaching 
and whose motives are altruistic and include "professional 
challenge" and "service to the community." When asked about 
the program, the mentors stressed that the program was 
beneficial to them, as it kept them abreast of current 
trends, gave them a sense of good teaching being rewarded, 
and stretched their belief in their own abilities. 
Mentoring was recently given a boost in North Carolina, 
where establishment of a two-year probationary period for 
newly certified teachers resulted in the creation of a 
training program for mentor teachers who volunteer to 
supervise the new teachers during their probationary period 
(Sprinthall and Sprinthall, 1987). Thies-Sprinthall's 
previous research (1986) highlighted the importance of a 
formal training program for such mentors. Such training, 
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she found, must be school-based, on-site, and firmly 
grounded in theory and research. In her view, many teacher 
induction programs are doomed to failure because they are 
too superficial and fail to adequately measure the 
complexities of the teaching-learning process. 
The North Carolina mentors, whose average age was 
similar to that of the California teachers, benefitted 
from the type of training program which Thies-Sprinthall 
advocates. Before assuming their new roles, these mentors 
learned the skills of coaching and instructional 
supervision. Like the California mentors, they feel 
the program enhanced their personal and professional 
development. In discussing the benefits which accrue 
to the mentors, Sprinthall et al. (1987) noted: 
Learning to perform the new and more complex 
educational role promoted their own psycho¬ 
logical development. . . . mentors developed 
more self-confidence as learners, more 
perspective-taking ability, and a greater ability 
to abstract meanings from experience (p. 74). 
If the Sprinthalls' findings that an effective induction 
program enhances both the self-confidence and professional 
expertise of the mentor teachers is accurate, then one can 
safely conclude, as they do, that such programs have the 
potential to provide an opportunity to improve our 
"horizontal", "isolated" profession. 
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The Danforth Program 
The Danforth Program for the Preparation of Principals 
was initially introduced to four universities (Cleveland 
State, Georgia State, University of Alabama, and Ohio State) 
during the 1987-1988 school year. In a paper presented in 
October, 1987, John Daresh discussed the mentoring component 
of the Danforth Program at Ohio State. Daresh identified 
two areas that the mentoring aspect of the program seemed to 
stress: collaboration and experiential learning. The 
establishment of effective collaboration between the 
university and the participating school systems is one area 
of critical concern. Such collaboration requires the 
university to have an effective outreach program and the 
participating school districts to guarantee their commitment 
and support. To ensure the success of such a program, both 
entities must provide both personnel and fiscal support. 
The second critical component is the stress on experiential 
learning, which Daresh noted is far more complex and 
reflective than the more familiar on-the-job training 
programs. Such learning requires a much more sophisticated 
training program than currently exists for most student 
teachers. A critical component of such a program is the 
training of the administrator who will supervise the new 
inductee. 
Since a major goal of the program is to establish 
mentoring relationships between administrative candidates 
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and experienced principals, the process for selecting the 
principals has received a great deal of attention. The 
university asks districts to nominate principals who have 
demonstrated leadership qualities, which include 
intelligence, good communication skills, clarity of vision, 
interpersonal skills, and the ability to recognize that 
complex problems have alternate solutions. What the 
university wants to avoid is the selection of role models 
who believe that their way of doing things is the only way. 
Principals who are nominated by their districts agree to: 
(1) Serve as contact persons between the 
university and the administrative candidates; 
(2) Be readily available to both the candidates 
and the university facilitator; 
(3) Participate in formal training via a week 
long Mentor Institute conducted at the 
university during the month of August; and 
(4) Document personal reflections about both the 
problems and successes of the program 
(Daresh, p. 10). 
Such mentoring candidates will, it is hoped, be prepared to 
meet high standards as they fulfill Daloz's (1987) 
suggestion that: 
Their (mentors') gift is not the opportunity to 
become like them but the challenge to become more 
fully ourselves through them. They call forth 
the best we have. They invite us to transcend 
ourselves. They personify our highest aspirations 
(p. 231). 
Daresh does, however, point out that the imposition of 
such a formalized mentoring program as the Danforth model by 
its very nature limits the types of relationships that will 
most likely develop. As he says: 
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. . . traditional mentors are rarely found, and 
they are the least likely to be created arti¬ 
ficially. The type mentorship that is probably 
most realistic for use in a formal, structured 
training program for future school administrators, 
however, is the 'supportive boss' or 'professional 
career mentor' (p. 9). 
While Daresh does not view the artificial creation of 
mentoring relationships such as the "supportive boss" or 
"professional career mentor" as detrimental, he does stress 
that the candidate and mentors must be carefully matched and 
that such programs should seek to promote "natural pairing" 
whenever possible. 
CHAPTER III 
THE METHOD OF THE INVESTIGATION 
Selection of Subjects 
This study which has focused on a transitional group of 
administrators; namely high school assistant principals, has 
been designed to discover what value, if any, they place on 
the vocational and/or psychosocial assistance oftentimes 
associated with mentoring relationships. The subjects for 
this study were selected from the Massachusetts Secondary 
School Administrators' Association (MSSAA) Directory. The 
"Assistant Principal Questionnaire", designed by this 
investigator to measure the value assistant principals place 
on vocational and psychosocial mentoring functions was 
mailed to 100 Assistant principals, 54 males and 46 females. 
All females (N=46) listed in the directory were chosen to 
receive the questionnaire; males (N=54) were randomly 
selected from the total male membership (N = 246). 
Respondents included 42 male and 33 female assistant 
principals, reflecting a 78% return rate for males, 72% for 
females, and 75% overall. The respondents comprise a subject 
pool reflective of the population of individuals who hold 
the position of high school assistant principal in 
Massachusetts: 
(1) Age distribution: 
25-35 (N = 2) 
36-45 (N = 31) 
46-55 (N = 32) 
55+ (N = 10) 
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(2) Experience (in years): 
I- 5 (N = 33) 
6-10 (N = 22) 
II- 15 (N = 11) 
16-25 (N = 9) 
(3) School grade configurations: 
9-12 High School (N = 50) 
7-12 Junior-Senior High School (N = 11) 
Other (N = 14) 
(4) School locations: 
Urban (N = 13) 
Suburban (N = 46) 
Rural (N = 12) 
Unspecified (N = 4) 
The researcher was careful to assure that these 
variables among the population were represented in the 
sample of ten subjects selected for the follow-up interview. 
Five men and five women were selected for the interviews. 
The subjects ranged in age from 35-59 years; in experience 
as an assistant principal from 3-22 years. Their schools 
included rural, urban, and suburban locations on the North 
Shore as well as the South Shore; and in central as well as 
western Massachusetts. 
Data Collection 
Questionnaire Description 
In Schockett's (1983) study participants were asked to 
rate the desirability of mentor-type behavior as presented 
in eight brief vignettes. Each of the vignettes represented 
one of the functions represented by the "Model of 
Mentoring." Since this researcher was dealing with a more 
advanced group of professionals (high school assistant 
principals as opposed to college juniors), she utilized an 
opinion questionnaire which specifically asked respondents 
to rate the desirability of the various mentoring functions 
The questionnaire was designed to assess assistant 
principals' perceptions of how valuable the potential 
assistance of a mentor would be to them at a particular 
stage of their careers. This researcher elected to conduct 
a survey of assistant principals because a pilot study, 
which utilized a similar format, proved to be an effective 
means for gathering data. Since the pilot study focused on 
principals, the researcher believed that the same 
methodology would prove effective with assistant principals 
The questionnaire (Appendix B), developed by the 
researcher, drew from the breakdown of mentoring functions 
described by Schockett (1983). Respondents were asked to 
rate the desirability of receiving assistance from a mentor 
in eight different areas via their answers to twenty-two 
questions. A four-point Likert scale ranging from not 
desirable to extremely desirable was used for the ratings. 
In addition, space was provided for respondents to add 
comments. Background data were also collected; such data 
included age, gender, years of experience, type of school, 
and experience with a mentor. The questionnaire was 
designed as follows: 
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Questionnaire Design 
Mentorincr Associated 
Functions Questions 
A. Educating Questions 1-4 
Vocational B. Consulting and Coaching Questions 5-8 
Functions 
C. Sponsoring & Providing Questions 9-11 
Visibility & Exposure 
D. Protecting Questions 12-13 
A. Role Modeling Questions 14-16 
Psychosocial B. Encouraging Questions 17-19 
Functions 
C. Counseling Questions 20-21 
D. Moving from Transitional Question 22 
Figure to Colleague 
Likert Scale 
1 2 3 4 
Not desirable Somewhat 
Undesirable 
Somewhat 
Desirable 
Extremely 
Desirable 
Procedures 
The "Assistant Principal Questionnaire" was mailed to 
100 Massachusetts assistant principals randomly selected 
from the Massachusetts Secondary School Administrators' 
Association (MSSAA) Directory. Following Borg & Gall's 
(1983) suggestion, a letter of transmittal, which focused on 
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"affiliation" and stressed the importance of the "subjects" 
was included with the questionnaire. A stamped, self- 
addressed envelope was also included. A post card 
accompanied the mailing so that the researcher could 
guarantee anonymity of the questionnaire while assessing who 
had/had not returned the questionnaire. Follow-up phone 
calls were employed to augment the return rate. 
Data Analysis 
The data from the questionnaires were examined to 
investigate the following hypotheses: 
(1) That high school assistant principals value 
psychosocial functions more than vocational 
functions; 
(2) That a subject's age influences his/her desire to 
receive mentoring assistance; 
(3) That a subject's years in the position of 
assistant principal influence his/her need for 
various mentoring functions; 
(4) That subjects have a preference for a mentor's 
gender relative to their own gender; 
(5) That men value vocational functions more than 
women; and 
(6) That the career aspirations of an individual 
influence his/her desire for particular 
mentoring functions. 
To explore the relationships between the variables 
which the researcher hypothesized to be related, the data 
from the questionnaires were examined using a correlational 
analysis. Data were correlated in the following manner: 
(1) Value of psychosocial vs. vocational functions; 
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(2) Influence of subject's age vs. need for mentoring 
functions; 
(3) Influence of subjects' years of experience vs. 
need for mentoring functions; 
(4) Preference of subjects for mentor's gender (same 
gender vs. cross-gender); 
(5) Preference of men vs. women for vocational 
functions; and 
(6) Influence of subject's career aspirations on 
his/her desire for mentoring functions. 
Following the analysis of the questionnaire data, the 
researcher organized the interview data in a manner which 
complemented and expanded the themes which emerged from the 
questionnaire responses. 
Investigating the Concept of Mentoring 
Subject Interviews 
In an effort to glean a greater understanding of the 
status of mentoring for assistant principals, the researcher 
conducted in-depth interviews with ten of the subjects, five 
men and five women, who responded to the questionnaire and 
indicated a willingness to participate in an extended 
interview. 
Selection of the interview as a research methodology 
was deliberate on the researcher's part since she wanted to 
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discover the details of subjects' experience with and 
attitude towards mentoring. As Bogdan and Taylor note: 
. . . qualitative methodologies refer to research 
procedures which produce descriptive data: 
people's own written or spoken words . . . allow 
us to know people personally and to see them as 
they are developing their own definition of the 
world. Qualitative methodologies enable us to 
explore concepts whose essence is lost in other 
research approaches (pp. 4-5) . 
The researcher selected subjects representing schools which 
varied in student population, geographic location, and per 
pupil expenditures. All interviews, which averaged one 
hour in length, were conducted at the subject's school. 
The choice of this methodology was deliberate and enabled 
the researcher "to provide a framework within which 
respondents can express their own understanding in their 
own terms" (Patton: 1980, p. 205). All of the participants 
consented to having the interviews recorded on a cassette 
recorder which Yin (1984, p. 85) noted provides a more 
accurate rendition of the interview than any other method. 
The use of the cassette recorder also enabled the interviews 
to move quickly while it allowed the responses to be 
recorded accurately (Gay, 1976). This afforded the 
interviewer the opportunity to listen intently to the 
participant's responses. The major advantage this 
interviewer found in using the cassette recorder was 
cited by Borg and Gall (1983): 
Most important is that it (the cassette recorder) 
reduces the tendency of the interviewer to make an 
unconscious selection of the data favoring his 
biases (p. 445). 
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The questions for the Interview Guide (Appendix A) were 
adapted from Zey's (1984) model which guided research for 
The Mentor Connection. This researcher adapted the guide to 
make the questions specific to high school assistant 
principals. The interview guide provided the focus and 
framework which enabled the interviewer to gather a wealth 
of information in a short period of time. As Patton (1980, 
p. 201) stressed, "A guide keeps the interaction focused, 
but allows individual perspectives and experience to 
emerge." 
At the outset of each interview the researcher 
described the nature and purpose of the inquiry assuring 
participants that their identities would be kept 
confidential. The researcher stressed that the questions 
were meant to be "open-ended" with no right or wrong 
answers. Subjects were encouraged to take as much time as 
they needed and to make their answers as detailed as 
possible. Since the researcher considers herself a member 
of the "respondent target population" (Weiss, 1974) , 
establishing rapport was a relatively easy task. Because 
the opportunities to meet with other administrators are 
limited, there is a natural tendency for assistant 
principals to be eager to engage in dialogue with 
colleagues. The interviewer took advantage of that 
inclination and encouraged informal conversation (Gay, 1976) 
to establish a rapport before the formal questions were 
posed. 
63 
Dealing with articulate respondents who were willing to 
share their knowledge, feelings, and perceptions simplified 
this researcher's arduous task. Analysis of the In-Depth 
Interviews revealed that the data could best be organized 
into the following categories: 
(1) Description of subject's mentors; 
(2) Analysis of the mentor - protege (protegee) 
relationship in terms of functions and 
dysfunctions; 
(3) Mentor Program possibilities; 
(4) Mentor relevance to subject's success; and 
(5) Assistant Principal as mentor. 
Chapter IV includes an extended discussion of the data 
gathered in the interviews. 
Interview Subjects: Background Data 
As was mentioned previously, the subjects for in-depth 
interviews on mentoring relationships included five women 
ranging in age from 39-56 years, in assistant principal 
experience from 2-14 years; and five men ranging in age from 
35-59 years, in assistant principal experience from 3-22 
years. The female subjects all work with male principals; 
the male subjects vary with three working with female 
principals and two working with male principals. The job 
responsibilities of the subjects ranged from those who were 
responsible for only student discipline or curriculum to 
those whose job responsibilities included all the management 
functions (budget, building maintenance, teacher 
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supervision, public relations, parent/community liaison, 
etc.) associated with the principalship. All of the females 
indicated they had had mentors at various career stages; 
only three of the males indicated they had been strongly 
influenced by a mentor. Two males and three females 
indicated that their initiation into the assistant 
principalship included a principal, whom they felt, 
had served as a mentor to them; the other five subjects 
indicated they had learned the job through trial and error 
and outside mentor assistance, rather than direct 
instruction from the principal. Eight of the subjects moved 
from classroom teacher to assistant principal; two moved 
from teacher to department head to assistant principal. 
Interesting to note, four of the subjects moved from private 
schools into public school assistant principalships; the 
other six moved through the ranks in the public schools. 
Subjects were evenly divided with regard to marital status 
with five married and five single. 
In probing the subjects' professional backgrounds, the 
researcher was particularly interested in understanding 
whether or not a subject had aspirations to change 
positions. Answers to this question indicated that subjects 
had given a great deal of consideration to the topic. Five 
subjects (three males; two females) clearly wanted to move 
into the principalship; three subjects (two males; one 
female) had no desire to make the move. Of the two 
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remaining women, one was ambivalent feeling very comfortable 
in her current position; the other, a long time assistant 
principal, indicated a desire to move into the assistant 
superintendency. The three respondents who had no desire to 
move up the career ladder happened to be the oldest. All 
had surpassed their 50th birthday. When asked about 
mentoring during their early years as assistant principal, 
the three subjects who had no desire to change jobs 
indicated they had received no mentoring assistance during 
the early years. 
Comments on "career aspirations" indicated that the 
subjects' decisions had been shaped by their job experiences 
as assistant principal. On a positive note, one of the 
female respondents said: 
. . . I really like this job (i.e., assistant 
principal). I'm not sure I want the responsi¬ 
bility of the principalship. . . . Some days I 
want it. . . . For me, I have a wonderful 
situation I am working in. . . . If I were working 
in a situation where I wasn't happy with the 
leadership, I would be more likely to be actively 
pursuing a principalship. . . . I'm so happy in 
this job. . . . I'm torn. 
On a reflective, but discouraging, note an experienced male 
respondent suggested: 
. . . There's a lot of personal toil that people 
don't know unless they take the position (i.e., 
principal) and I happened to witness it and even 
be part of it. . . .1 had the opportunity to be 
principal, but I decided not to apply for it. 
. . . Probably the reasons are varied . . . 
getting older. . . . And, I think, I know what 
the position takes out of a person. ... I 
witnessed it first hand. I saw three principals 
leave this high school in terrible shape. . . . 
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One even died on the job . . . the other two left 
broken people. I know some of the circumstances 
of their deaths were job related . . . stress. 
It's not an easy job. It had a great influence on 
me, but you can't play the game backwards, so you 
have to make your decisions as you go along. 
The subjects quoted here reflect the two ends of the 
spectrum for the assistant principals whose views are 
included in Chapter IV. Some seem very content in their 
jobs; others painted a more disturbing picture. 
CHAPTER IV 
PRESENTATION OF THE DATA 
The purpose of this study has been to fill what the 
researcher perceives as a gap in the knowledge base. 
Specifically, the researcher has surveyed and interviewed 
high school assistant principals in Massachusetts to 
discover what value, if any, they place on the vocational 
and/or psychosocial assistance oftentimes associated with 
mentoring relationships. 
In this chapter the data collected from both 
questionnaires and interviews with the study subjects are 
presented. Presentation of the data is divided into two 
sections: the primary data presented are those which were 
gathered from the questionnaires; the supplemental data were 
collected from an examination of the in-depth study 
interviews. The data were evaluated and examined using the 
correlational approach for analyzing variables described in 
Chapter 3. This method resulted in the classification of 
the data into various categories. 
Data Analysis 
The data from the questionnaires were evaluated and 
examined to investigate the following hypotheses: 
- Subjects will indicate no difference in the value they 
place on vocational and psychosocial functions; 
- A subject's age will make no difference in his/her 
need for mentoring assistance; 
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A subject's years of experience in the role of 
assistant principal will make no difference in his/ 
her perceived need for each of the various mentoring 
functions; 
A subject's gender will make no difference in the value 
he/she places on same-gender mentors; 
A subject's gender will make no difference in the value 
he/she places on vocational functions; and 
A subject's career aspirations will make no difference 
in his/her desire for mentoring assistance. 
The in-depth interviews, which the researcher conducted with 
10 of the 75 guestionnaire respondents, provided a greater 
understanding of the mechanics of the mentor-protege 
(protegee) relationship and its importance to the subjects. 
For purposes of analysis and presentation, data from the 
interviews were broken down into these categories: 
(1) Classroom teacher to assistant principal: 
Discussion of the need for a mentor during 
the transition years; 
(2) The mentor-protege (protegee) relationship: 
Functions and dysfunctions; 
(3) Cross-gender pairing of mentor and protege 
(protegee); 
(4) Mentor Program possibilities; 
(5) Protege's (Protegee's) success: Relationship to a 
mentor; and 
(6) The assistant principal as mentor. 
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Questionnaire Results 
Hypothesis 1 
Hypothesis 1 stated that there is no difference in 
the value subjects place on vocational vs. psychosocial 
functions. To test this null hypothesis, the investigator 
separated the responses of the survey questions into the 
two groups (vocational/psychosocial) and then tallied 
responses in both uncoded groups (answers 1, 2, 3, or 4) 
and coded groups (answers clustered 1 or 2). Since the 
investigator's interest was in the mean of the two groups 
(vocational/psychosocial), an ANOVA was performed on both 
the uncoded (Table 1 and 2) and coded (Table 3 and 4) 
answers to test the hypothesis that the difference in 
the means was due to chance. 
TABLE 1 
ANOVA TABLE FOR UNCODED ANALYSIS 
SOURCE 
FACTOR 
ERROR 
TOTAL 
DF 
SUM OF 
SOUARES 
MEAN SUM 
OF SOUARES F SIGNIFICANCE 
1 98.231 98.231 98.80 0.000 
1619 1609.641 .994 
1620 1707.872 
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TABLE 2 
MEANS AND STANDARD DEVIATIONS FOR UNCODED DATA 
FUNCTION MEAN S.D. 
VOCATIONAL 2.6454 1.0804 
PSYCHOSOCIAL 3.1459 0.8633 
TABLE 3 
ANOVA TABLE FOR CODED ANALYSIS 
SOURCE DF 
SUM OF 
SOUARES 
MEAN SUM 
OF SOUARES F SIGNIFICANCE 
FACTOR 1 2.555 2.555 12.48 0.000 
ERROR 1619 331.590 .205 
TOTAL 1620 334.146 
TABLE 4 
MEANS AND STANDARD DEVIATIONS FOR CODED DATA 
FUNCTION MEAN S.D. 
VOCATIONAL 1.6764 .4681 
PSYCHOSOCIAL 1.7572 .4291 
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Table 1 shows a significant difference (p < 0.00) 
between vocational and psychosocial functions for the 
uncoded analysis. Table 2 shows that psychosocial functions 
are valued more than vocational functions. 
Table 3 shows a significant difference (p < 0.00) 
between vocational and psychosocial functions for the coded 
analysis. Table 4 shows that psychosocial functions are 
valued more than vocational functions for the coded data. 
Both tests indicated a small "p" value (p < 0.00) so 
the investigator then performed another ANOVA deleting 
questions 12 and 13, which had been least valued by the 
respondents (Mean = 1.84 and 1.31 respectively), to 
determine whether these two questions were responsible for 
the small "p" value. (See Tables 5 and 6.) 
TABLE 5 
ANOVA TABLE WITH QUESTIONS 12 AND 13 REMOVED 
SOURCE 
SUM OF MEAN SUM 
DF SQUARES OF SQUARES F SIGNIFICANCE 
FACTOR 1 91.022 91.022 91.54 0.000 
ERROR 1472 1463.744 994 
TOTAL 1473 1554.766 
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TABLE 6 
MEANS AND STANDARD DEVIATIONS WITH 
QUESTIONS 12 AND 13 REMOVED 
FUNCTION MEAN S.D. 
VOCATIONAL 2.6465 1.0950 
PSYCHOSOCIAL 3.1459 0.8633 
Table 5 shows a significant difference (p < 0.00) 
between vocational and psychosocial functions with questions 
12 and 13 removed. Table 6 shows that psychosocial 
functions are valued more than vocational functions. Hence, 
we must reject the null hypothesis and conclude subjects do 
value psychosocial functions more than vocational functions. 
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Hypothesis 2 
Hypothesis 2 stated that there is no difference 
in the mentoring needs of subjects in different age 
categories. To test this hypothesis, the 22 questions were 
coded for the four age groups (age 25-35; 36-45; 46-55; and 
older than 55). A Chi-Square test was performed (Table 7) 
which yielded a significance value of p = 0.20. Hence, we 
can accept the null hypothesis and conclude that subjects 
within different age categories do not have differing needs 
for mentoring assistance. 
TABLE 7 
CHI-SQUARE ANALYSIS COMPARING DESIRABILITY OF 
MENTORING FUNCTIONS WITH RESPONDENT'S AGE 
AGE CATEGORY 
25 - 35 36 - 45 46 - 55 > 55 
13 181 217 60 471 
UNDESIRABLE 12.78 196.42 197.87 63.92 471.00 
31 495 464 160 1150 
DESIRABLE 31.22 479.58 483.13 156.08 1150.00 
44 676 681 220 1621 
ALL 44.00 676.00 681.00 220.00 1621.00 
CHI-SOUARE DF SIGNIFICANCE 
4.657 3 0.20 
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Hypothesis 3 
Hypothesis 3 stated that a subject's years of exper¬ 
ience in the role of assistant principal will make no 
difference in his/her perceived need for each of the various 
mentoring functions. To test the hypothesis, a Chi-Square 
test was performed (see Table 8). 
TABLE 8 
CHI-SQUARE ANALYSIS COMPARING YEARS OF EXPERIENCE 
WITH THE NEED FOR EACH MENTORING FUNCTION 
MENTORING FUNCTION CHI-SQUARE DF SIGNIFICANCE 
VOCATIONAL FUNCTIONS 
Educate 42.759 33 . 1190 
Consult 49.294 36 .0690 
Sponsor 27.557 27 .4341 
Protect 12.354 15 .6521 
PSYCHOSOCIAL FUNCTIONS 
Role Model 24.078 24 .4571 
Encourage 27.659 27 .4287 
Counsel 32.699 18 .0181* 
Colleague 7.139 9 . 6226 
* Significant at p < .05 level. 
Hence, with the exception of the counseling mentoring 
function, reject the null hypothesis that a subject's years 
of experience in the role of assistant principal do not 
influence his/her need for various mentoring functions. 
With regard to the counseling mentoring function, the null 
hypothesis was rejected, confirming that a subject's years 
of experience in the role of assistant principal do 
influence his/her need for this mentoring function. 
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Hypothesis 4 
Hypothesis 4 stated that there is no difference in 
the value men and women place on same-gender mentors. Most 
of the respondents in this study (N=61) indicated they had 
no preference for either a male or female mentor (Table 9). 
TABLE 9 
SUBJECT'S PREFERENCE FOR MENTOR'S SEX 
NO 
MALE % FEMALE % PREFERENCE % 
MALE RESPONDENTS 7 17% 0 0% 35 83% 
N=42 
FEMALE RESPONDENTS 2 6% 5 15% 26 79% 
N=33 
ALL RESPONDENTS 9 12% 5 7% 61 
N=75 
Note: Subjects: Male (N=42); Female (N=33) 
For subjects who prefer same gender mentors, 
Pearson's Correlation Coefficient = .745 (p < 0.01) 
81% 
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A two-tailed t-test was performed (Table 10) which 
yielded a significance value of p = .603. 
TABLE 10 
TWO-TAILED t-TEST ANALYSIS COMPARING 
PREFERENCE FOR SAME-GENDER MENTORS 
t Value Degrees of Freedom p Value 
-.52 72 .603 
The null hypothesis that men and women do not differ 
significantly in the value they place on same-gender mentors 
was confirmed. 
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Hypothesis 5 
Hypothesis 5 stated there is no difference in the value 
men and women place on vocational functions. To test the 
hypothesis, the respondents were divided by gender and an 
ANOVA performed on each of the 8 mentoring functions (Table 
11) . 
TABLE 11 
ANOVA TABLE FOR MENTORING FUNCTIONS 
SUM OF MEAN SUM 
SOURCE DF SOUARES OF SOUARES F SIGNIFICANCE 
VOCATIONAL 
FUNCTION 
Factor 1 .210 .210 .21 0.651 
Error 294 298.520 1.020 
Educate Total 295 298.730 
Factor 1 .056 .056 .06 0.804 
Error 292 262.778 .900 
Consult Total 293 262.833 
Factor 1 1.200 1.200 1.11 0.293 
Error 219 236.940 1.080 
Sponsor Total 220 238.140 
Factor 1 .808 .808 .99 0.320 
Error 143 116.185 .812 
Protect Total 144 
PSYCHOSOCIAL 
FUNCTION 
Factor 1 .469 .469 .71 0.400 
Role Error 220 145.315 . 661 
Model Total 221 145.784 
Factor 1 1.258 1.258 1.76 0.187 
Error 219 156.914 .717 
Encourage Total 220 158.172 
Factor 1 . 063 .063 .07 0.794 
Error 146 134.667 .922 
Counsel Total 147 134.730 
Trans- Factor 1 .005 .005 .01 0.917 
itional Error 72 32.375 .450 
Figure Total 73 32.378 
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Table 11 shows that there is no significant difference 
between the way men and women value any of the eight 
functions. The null hypothesis that men do not value 
vocational functions significantly more than women was 
confirmed. 
Hypothesis 6 
Hypothesis 6 stated that a subject's career aspirations 
will make no difference in his/her desire for mentoring 
assistance. To test this hypothesis, the investigator 
grouped the 22 questions according to the 8 mentoring 
functions. A two-tailed t test was conducted for each 
function and the two choice answer on career aspirations. 
For six of the functions p > 0.05; however, for the 
consulting and sponsoring functions p < 0.05. (See Table 12 
and 13). Subjects who had career aspirations had a greater 
desire for the consulting and sponsoring functions than 
those who did not have career aspirations. Thus, Hypothesis 
6 was partially supported but rejected for the consulting 
and sponsoring functions. 
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TABLE 12 
MEANS AND STANDARD DEVIATIONS FOR 
MENTORING FUNCTIONS AND CAREER ASPIRATIONS 
FUNCTIONS 
CAREER 
ASPIRATIONS (YES) 
CAREER 
ASPIRATIONS (NO) 
VOCATIONAL 
FUNCTIONS Mean S.D. Mean S.D. 
Educate 3.044 0.980 2.840 1.050 
Consult* 2.899 0.890 2.440 0.998 
Sponsor* 2.890 1.040 2.550 1.060 
Protect 1.714 0.958 1.466 0.842 
PSYCHOSOCIAL 
FUNCTIONS Mean S.D. Mean S.D. 
Role Model 3.333 0.748 3.183 0.878 
Encourage 3.143 0.886 3.000 0.821 
Counsel 2.900 0.936 2.690 1.01 
Transitional 
Figure (Colleague) 3.550 0.504 3.310 0.850 
* p < 0,05 for Career Aspirations Influencing 
Consulting and Sponsoring Functions only. 
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TABLE 13 
RESULTS OF t-TESTS FOR 
VOCATIONAL AND PSYCHOSOCIAL FUNCTIONS 
VOCATIONAL 
FUNCTIONS t-Value DF P-Value 
Educate 1.60 237 .11 
Consult 3.94 230 .0001* 
Sponsor 2.28 182 .024 * 
Protect 1.60 129 .11 
PSYCHOSOCIAL 
FUNCTIONS 
Role Model 1.68 166 .095 
Encourage 1.19 192 .23 
Counsel 1.24 117 .22 
Transitional 
Figure (Colleague) 1.36 42 . 18 
* p < 0.05 for Consulting and Sponsoring Functions 
only. 
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Discussion of the Transition Years: 
Classroom Teacher to Assistant Principal 
Individuals whom the assistant principals identified 
as having been mentors to them ranged from principals in 
the subjects' school to assistant superintendents, college 
professors, department heads, and administrators in other 
school districts. Subjects who had been involved with 
mentors were delighted to have had the opportunity to share 
their experiences; those who had not been involved in 
mentoring relationships were either disappointed or 
convinced that their self-sufficiency negated the need 
for mentoring assistance. 
Five of the subjects (three females, two males) have 
been mentored since their appointment as assistant principal 
by the principal with whom they work. All five subjects 
indicated that the transition from the classroom to an 
administrative position was eased by the assistance they 
received from their principal-mentor. The feedback, 
support, and instruction these subjects received is best 
articulated by one who reminisced about her first months as 
an assistant principal. 
When I first started this job, I didn't have any 
administrative experience at all. As a teacher I 
taught mostly Honors and Advanced Placement 
classes. Other than Parents' Night, I probably 
didn't have more than five parent conferences 
in the 14 years that I taught. No one com¬ 
plained ... so to come into this job where 
people didn't want to come in to see you was new 
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for me. My first year (at my request) the 
principal sat in on a lot of conferences . . . 
gave me support. . . . when things got tough, 
he would take over and show me how it was done. 
. . . He never was too busy. 
Not all the interview participants, however, had such 
positive memories about their initiation into the assistant 
principalship. Some remembered being thrown into the job 
managing to either learn from their own mistakes or from 
administrators in neighboring school districts. One of the 
subjects, who experienced a rocky initiation period, noted 
that it's lonely at the top. He didn't have a principal 
interested in mentoring him and, as he suggested: 
. . . You're not going to go to your faculty. 
In most places you don't call your superintendent 
or assistant superintendent and say, 'Let's go to 
lunch ... I have a problem' . . . because 
they're too busy. ... So you really have no one 
else to confide in unless you have a network of 
people you can talk to . . . You can't do it 
alone. 
Another subject who experienced a particularly difficult 
transition describes how disappointed she was in her 
principal's refusal to assist her. As she said: 
. . . I expected assistance from the principal. 
What happened is I would get talked at about 
things I already knew and where I needed and asked 
for assistance, I felt as though I were being told 
I should already know that. . . . So I never 
really was comfortable. . . . But where I would 
need some encouragement or assistance, I didn't 
get it. I started feeling guilty . . . like I 
should have known that. . . . And there was no 
way I could have. 
The end result for this individual is that today she is 
contemplating leaving the field of education. The lack of 
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principal support realized by these two subjects stands in 
stark contrast to other participants who called their 
principal-mentors "friends," "guides," "protectors," 
"listeners," and "teachers." Collegiality seems to 
characterize the more positive relationships. One such 
relationship is described by a male participant who said: 
. . . The principal has offered me a chance to 
grow as an administrator . . . guiding me, offer¬ 
ing suggestions, allowing me the latitude to make 
decisions and certainly being there when I needed 
someone to fall back on or ask questions of. 
His collegial view of the principal as mentor is shared by a 
female subject who suggested: 
. . . We have a truly principal/assistant 
principal relationship. It's not a hierarchy one. 
I am an assistant to him and he doesn't close the 
door in terms of anything he is working on. We 
are partners together in all of it. I share when 
he's attacked and he shares when I'm attacked. 
We protect each other. 
The sensitivity and honesty a principal-mentor should bring 
to the role is best articulated by a male subject who 
described his boss as someone who has everyone's best 
interests at heart. For him, support, feedback, and 
constructive criticism from the principal have made his 
transition into the assistant principalship a manageable 
process. 
One of the subjects, who was not mentored by the 
principal during her initiation period as assistant 
principal, indicated that she identified individuals outside 
her school system who could offer her assistance. She found 
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help was available from several administrators at a 
neighborhood principals' association, as well as from 
principals at the state principals' association. In her 
first few years she experienced rocky times dealing with a 
very entrenched, resistant, long-tenured faculty. As a 
novice, she felt she needed to learn about the power games 
that were being played. Her colleagues in the neighborhood 
association assumed the role of mentor as they shared their 
personal experiences, taught her how to step back and put 
problems in perspective, acted as role models and provided 
honest feedback. For her, however, the individual she 
remembers as the most powerful mentor in her life was a 
principal she met at the state association, a man she 
identified as the "quintessential principal." She selected 
him to mentor her because she felt he had taken a troubled 
school, located in a fragmented community, and managed to 
turn it around. She talks about how this mentor had the 
ability to: 
. . . Listen to people in a way that grants their 
dignity . . . get from whoever he's with, the best 
they have to offer. . . . An ability to disabuse 
people of political naivete ... to recognize 
potholes and go around them instead of into 
them ... to remind me of whatever the best of 
me is . . . 
Another subject, who was not initiated by a mentor- 
principal during his first years as an assistant principal, 
indicated that common sense, instinct, and a reasonable 
amount of knowledge guided his decisions. When he needed 
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feedback, he went to administrators in other districts, his 
wife, and occasionally teachers in the same school. For 
him, a stint as a lieutenant in the Army gave him the 
confidence to assume a leadership position and to trust his 
own judgment. 
Mentor Functions 
In a previous investigation, which attempted to 
conceptualize a mentoring model for teachers, Anderson and 
Shannon (1988) suggested that mentor functions are 
"conjunctive," with the mentor performing any or all of 
the functions as the need arises. They stressed that true 
mentors are concerned with the overall and all inclusive 
welfare of their proteges (protegees). Analysis of the 
interviews with the assistant principals in this study 
revealed that mentor functions did, indeed, vary according 
to the protege's (protegee's) needs. What follows is a 
description of how and when the subjects for this study 
received the eight kinds of mentoring assistance delineated 
in Schockett's (1983) model which guided this study. The 
researcher has divided data into the eight function 
categories; however, in doing so she recognizes that the 
functions overlap each other. 
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Vocational Functions 
Educating 
Subjects' discussions of the educating function all 
focused on their first year or two on the job. Mentors were 
described as instructors, role models, knowledge brokers, 
and advisors. One assistant principal, who had been 
mentored by her principal, put the need for this function in 
perspective as she said: 
Why send someone out to sink or swim? That's 
absurd . . .we're educators. We can't just be 
here to educate kids. People need to be willing 
to share what they know. 
Another subject acknowledged that she had to learn many 
facets of the role of assistant principal during those first 
few years. She indicated that she learned with close 
instruction from her mentor (the principal) along the way. 
She finds it reassuring to know she has some place to go for 
advice and someone she can trust to give her good advice. 
Her description of the relationship poignantly captures the 
need novices have for the assistance. 
I don't feel vulnerable telling him when I'm not 
sure. He's not judgmental. I would much rather 
question even if I have to ask the questions five 
times to be sure I've got it straight. I don't 
want to screw up anything and certainly not if 
it's something that involves a kid's life. 
The mentor as lifeboat was described by another subject 
who experienced rough seas her first two years on the job. 
For her, finding a mentor required looking beyond her own 
87 
school district. She found a female in a neighboring school 
district to assist her. She noted: 
It helped to hear what someone else had been 
through. It helped me not to take it so 
personally — to step back and have a sense about 
how to handle some of those things. She gave me 
ideas about how to be more assertive. . . . 
Listening to stories about how she handled 
something was wonderful. 
Two of the male subjects, who had been mentored by 
their principals, talked about their job situations being 
set up like a mentor program. For them, constructive 
criticism, support, honest evaluation, and identification 
of the pitfalls were all critical education functions which 
were met by their mentors. 
Consulting/Coaching 
The Consulting-Coaching function for the subjects in 
this study seemed to be very closely allied to the educating 
function. Subjects indicated they had received instruction 
on the politics of schooling as well as the politics in 
their local communities. Again, subjects focused on the 
benefits of having a mentor who would identify potential 
pitfalls. Those who received such assistance early on 
suggested that the transition from the classroom to the 
administrative role had been eased by such assistance. 
One of the subjects captured the sentiments of many of the 
others when he said: 
I think having a mentor as an administrator helps 
you not to make mistakes. I think the adminis¬ 
trator who is apt to make more mistakes is the new 
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administrator to the school who doesn't know the 
community. As close as I was to this community, 
I still didn't know the dynamics. . . . 
And it's not something you can learn through 
experience. You can make some very serious 
mistakes. A mentor can prevent you from making 
them . . . identify potholes . . . land mines. 
Providing exposure to professional networks was also 
identified by the subjects as invaluable assistance they had 
received from mentors. One of the subjects indicated that 
her mentor encouraged her to get involved in the work of the 
state principals' association and that he then sponsored 
some of the work she did there. Another suggested that 
mentors play a key role in introducing a protege to the 
profession's resources. As he noted: 
Mentors know when people might be ready or are 
ready to spread their wings and apply for a 
principalship. I think that's important. Mentors 
also identify the networks. My principal has done 
that for me. 
Sponsorinq/Providing Exposure 
The mentoring function which subjects mentioned most 
infrequently was that of sponsoring. References to this 
function, with the exception of two of the subjects, were 
limited to suggestions from the mentors that the subject 
(the assistant principal) was ready to assume the role of 
principal. The two subjects who talked about sponsoring 
seemed to initiate the sponsoring function by calling 
mentors and asking them to recommend the subject for 
positions or to identify possible openings. Several 
subjects did talk about this function in terms of the mentor 
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showcasing the protege. In cases where the principal served 
as mentor, subjects were showcased at public functions such 
as National Honor Society Dinners, Awards Nights, and Rotary 
Club functions. 
Protecting 
Interviews with assistant principals revealed that the 
protecting function is the least valued. Subjects who 
identified their mentor as the principal did indicate that, 
by virtue of the chain of command and, as one subject 
suggests, "proper business etiquette," the mentor sometimes 
assumed the role of protector. Those subjects who 
identified mentors outside their school system did not, 
however, feel this was an appropriate role for the mentor. 
One respondent was particularly vocal on the issue 
suggesting: 
A mentor shouldn't shield you. You should be 
allowed to make your own mistakes. If the mentor 
saw you were going to make the error, it should 
come out. But if there's a question as to whether 
it will work, the mentor should give you the 
opportunity to try what you want to do. If it 
fails, it does. If it doesn't fail, great. You 
shouldn't be shielded from possible failure. 
All of the subjects interviewed clearly felt that, other 
than reciprocal shielding (i.e., the principal and assistant 
principal protecting one another), this was unnecessary. 
To a person, they felt that they would and should take full 
responsibility for their own blunders. Such a finding is 
consistent with Schockett's (1983) observations of faculty 
members and students whom she noted "Could not readily 
conceptualize why protecting would be needed or valued 
within the educational system" (p. 49). 
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Psychosocial Functions 
Role Modeling 
Subjects in this study seemed to value the role¬ 
modeling function even though not all of them had the 
opportunity to work closely with a mentor who was willing 
and able to provide role modeling. In probing how assistant 
principals who lack mentors learn about the nitty-gritty of 
the job, the investigator found that subjects learned by 
observing and watching both teachers and fellow admin¬ 
istrators who worked with them. One of the long term 
veterans suggested that, "Each administrator has to define 
his own leadership style . . . how far to the left . . . how 
far to the right . . . whereabouts in the middle." In his 
opinion, the opportunity to work closely with a mentor is 
something that should be arranged for all new assistant 
principals to avoid the learning by trial and error which 
he experienced. As he suggested: 
I think it's an area that hasn't been developed as 
quickly as it should have been. You see more of 
it in law with Senior Partner - Junior Partner and 
in medicine with Residents - Interns. For the 
most part, it's been absent in education. 
Obviously, someone who has been on the job 5 or 10 
years has a plethora of knowledge and experience 
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that can be passed along to a younger adminis¬ 
trator just out of teaching. 
Two of the female subjects, who feel that the world of 
secondary school administration is very much male dominated, 
consciously sought female role models to emulate. One of 
the subjects identified her relationship with a department 
head from her staff in the following manner: 
I had a close mentor relationship . . . and it was 
another female ... a real leader. People re¬ 
spected her. She was someone to sit and watch. 
I think I learned a lot from her. Before I left 
that school, she became principal so I was able to 
do my internship with her. I then felt ready to 
leave and become an administrator in another 
school. 
The other subject had a very difficult time during her first 
two years as an assistant principal. She found a faculty 
which was resentful that a young female from the "outside" 
had been appointed. In addition, she had to work with a 
principal who had not selected her for the position and was, 
as a result, content to let her fail. For her, survival 
depended on finding some outside support. For her, support 
came in the form of a female assistant principal from a 
neighboring school district who served as her role model. 
She describes the assistance she received in the following 
fashion: 
She taught me how to use a sense of humor, which 
is one of the most powerful tools of her working 
ability. She has a way of working with people 
that is quite different. She showed me how to be 
more assertive and less cowed by the strength of 
what people would come at me with. 
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Encouraging 
The emotional support and positive feedback which the 
encouraging function provides was something that the 
subjects all identified as essential regardless of how long 
one had been in the position of assistant principal. Two of 
the subjects, who do not have mentors or principals who 
fulfill this role, seemed particularly discouraged about 
their jobs wishing they had other career alternatives. One 
of the subjects who receives such support said: "You have to 
have the emotional support to separate your person from your 
position. The job is stressful." 
Such support was critical for a newly appointed 
administrator who remembered those around her discouraging 
her from leaving a tenured teaching position to seek an 
administrative position in another school district. In her 
case, the mentor's voice was in the background telling her 
she was ready and should go for it. Such support was also 
critical for an assistant principal who had a turbulent 
start. This subject remembered a mentor who: 
. . . was supportive in telling me that I was 
bright and capable when I was feeling like I 
wasn't doing very well. That I could certainly do 
the job. I could do a principalship. He helped 
remind me of whatever the best of me is. 
For subjects in this study both personal and professional 
support were highly valued. 
As was mentioned earlier, such support was coveted 
whether the assistant principal had been on the job one year 
or twenty years. This point is most vividly illustrated by 
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a long term assistant principal who indicated that the 
appointment of a new principal several years ago rejuvenated 
him. For him, this represents the first mentor in his life. 
In describing the relationship with the principal (mentor) 
he said: 
I'm made to feel important . . . that psycho¬ 
logically makes a difference to me that I don't 
have a principal saying that I have to handle all 
his problems today . . . that doesn't happen. I 
feel I am an integral part of the structure here. 
Interestingly enough, for this male assistant principal, the 
new principal is the first woman appointed to that position. 
Counseling 
The counseling function, which includes discussing 
fears, anxieties, and uncertainties with the mentor, was not 
something the subjects discussed in any detail. One had the 
sense that subjects who have mentors do discuss such issues; 
however, this deduction was based on subjects' comments 
about trusting mentors to listen to their concerns rather 
than on more specific responses. The one respondent who 
provided a concrete example talked about a mentor who helped 
her survive her first, short-lived assistant principalship. 
She indicated that the mentor, a college professor, 
supervised her intern year as an assistant principal. As 
she described it: 
He (mentor) got a feel of what I was going through 
with an autocratic principal who happened to be an 
ex-marine. He (mentor) would pat me on he back. 
He would also say don't put up with this crap 
(from the principal).... As a result, when he 
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(principal) would throw a curve ball, I had the 
ability to throw a curve ball back. I did it in a 
respectful way and he (principal) actually seemed 
to like that. 
Transitional Figure to Colleague 
Viewing mentors as colleagues or friends seemed to be a 
common experience for the assistant principals who have been 
or are being mentored. Relationships were described in 
terms of tremendous growth; mentors were described as 
personal friends and trusted colleagues. In most cases 
subjects felt the relationship had been reciprocal and, as 
a result, the mentor had received as much benefit from it as 
had the protege. As one subject noted: 
I'm not regarded too much as an assistant. No, 
I'm much more than that. My principal shares a 
lot of things with me and I do the same. As a 
result, we mentor each other. It has been a joy 
to work with her . . . technically, but also, from 
a psychological point of view ... I just feel 
better. 
What is most interesting about the subject quoted here is 
that for him, a 14-year veteran, a change in principals 
three years ago resulted in his first mentoring relationship 
and what he describes as a rejuvenating rebirth for him as 
an assistant principal. 
Dysfunctions: Potential Pitfalls 
in Mentoring Relationships 
In an attempt to understand problems which study 
participants had encountered or previous studies had 
uncovered, this investigator probed subjects for information 
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about the potential downside of mentoring. The researcher 
introduced the topic by asking each participant whether 
he/she could think of any instances where having a mentor 
might prove to be detrimental. Subjects were encouraged to 
talk freely then probed for information about potential 
problem areas such as peer jealousy and cross-gender 
mentoring. An analysis of responses revealed that concerns 
about dysfunctional relationships could best be categorized 
as follows: 
(1) Proteges (protegees) as dependents; 
(2) Mentors as negative role models; 
(3) Peer jealousy; and 
(4) Cross-gender pairing issues. 
What was most interesting to the investigator was the 
subjects' tendency to give more hypothetical answers to 
questions about dysfunctional relationships, a tendency 
which stood in stark contrast to concrete, personal answers 
which subjects provided in response to other areas of 
questioning. Whether concrete or hypothetical, perspectives 
on the possible downside of mentoring were provided by all 
of the subjects. 
Proteges (Protegees) as Dependents 
Most of the subjects felt that the role of mentor is 
a powerful role which could cause damage to the protege 
(protegee) if the mentor was not careful in his/her 
management of the relationship. A potential problem area 
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identified by many of the participants was the issue of 
proteges (protegees) becoming too dependent on the mentor 
for direction. One subject, in particular, felt she had to 
guard against this tendency because, prior to becoming an 
assistant principal, she had taught in a school where the 
principal told her point blank that she had no business 
making decisions. She was so traumatized by the years she 
worked under this man's dictatorial rule that, as a new 
assistant principal in a new setting, she found herself 
questioning whether or not she had the authority to make 
decisions which her new boss clearly expected her to make. 
She described the dilemma she faced in the following manner: 
I suppose there's the potential to get too 
dependent ... to feel you always have to check 
your decisions. I think that's a problem . . . 
coming from the teaching situation I came from 
. . . that idea that you're not paid to make 
decisions was so ingrained. So, I found myself 
thinking, not that I wasn't capable of making a 
decision, but I'd be in trouble if I made one. 
In her situation she feels fortunate that the principal who 
hired her and mentored her as an assistant principal was 
able to support her dependency then wean her as she became 
more self-assured. 
Another subject described in hypothetical terms how a 
mentor might avoid cultivating too much dependency in the 
protege. He suggested: 
. . . Allowing the person you are going to mentor 
to make the decision . . . knowing that what 
you're contributing is funnelling in, yet you're 
not making the decision for them. ... If you can 
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make someone feel that even if I (mentor) am 
responsible for 75% of what he did, he (protege) 
shall make the decision. Then that person will 
grow very quickly and feel good about what he 
does. That's part of it. . . . You have to feel 
good about what you do. 
Another subject expressed concern about dependency in 
terms of the hierarchical nature of a mentoring relation¬ 
ship. She felt that her early conditioning taught her that 
she had a "place" in the pecking order, a place that 
translated into her being subservient in most relationships. 
She describes the ideal mentor's role in the following 
fashion: 
They have to know they are not this person's boss. 
Their role is not to tell the person what to do. 
They're to guide that person and to share their 
gift as an educator. ... I see the mentor as a 
person with a genuine gift. ... A born educator 
able to strike the right balance. 
For yet another subject, dependency on a domineering 
mentor resulted in her feeling she was pushed in directions 
that, in retrospect, she feels were inappropriate for her. 
As she remembers it: 
One mentor that I had, a female administrator, had 
a tendency and still does of being a very strong 
mentor ... of really dictating to me. For 
example, she forced, rather than encouraged, me to 
participate in the Mentor-Teacher Program before I 
was ready to do so. . . . Later I felt a little 
resentful because it wasn't my choice. Since then 
I have learned to be able to take that particular 
mentor, and take what she has to offer, but to be 
able to say no sometimes too. Sometimes a mentor 
can become a little overpowering. She was and, I 
think, we have since solved that problem. 
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In the realm of the downside of too much dependency, it is 
interesting to note that the concrete examples come from the 
female participants. 
The Mentor as a Negative Role Model 
Another potential downside to mentoring which several 
subjects alluded to was the problems an assistant principal 
could encounter if he/she became too involved with a bad 
mentor. While none of the participants provided concrete 
examples of this happening to them, two of the male subjects 
did describe hypothetical situations which they viewed as 
problematic. One of the subjects described his concern in 
this way: 
. . . If you got hooked up with an administrator 
or mentor who might not have the respect of the 
faculty or other administrators, it could be a 
problem. . . . You could be relying on the advice 
and experience of a person that's having a problem 
himself within the operation . . . like getting 
advice from the wrong person . . . There are 
systems where not all the administrators are 
respected. ... So, if a young person hooked up 
with a mentor that wasn't respected, it would have 
a negative impact on him. 
Interestingly enough, other participants talked about the 
importance of screening mentors, but not specifically about 
the importance of a mentor's reputation. 
A second downside to mentoring which one subject 
discussed at great length was his concern that mentors might 
try to make their proteges (protegees) clones. He was the 
one participant who was adamant that principals should not 
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be allowed to serve as mentors for their assistant 
principals. In his view: 
I think it (the mentor) should be somebody other 
than the principal because principals are inclined 
to try and create little principals - clones. I 
think if you link it too closely with the prin- 
cipalship, you're going to find that if you have a 
principal, who is rather domineering and forceful 
. . . as they tend to be . . . they hire someone 
they can control as assistant principal. That's a 
real danger. ... A dynasty to some extent . . . 
If you take it and link it directly with the 
principal, I think you're really allowing that to 
occur unless you take principals and shake the 
hell out of them and say don't force yourself on 
your assistant. 
This particular respondent was one who indicated he had 
never received mentoring assistance. In talking with him 
one had the sense he felt such assistance was appropriate 
for others, but not for him. 
Peer Jealousy 
The issue of peer jealousy in terms of both the 
potential for it and the reality of it in the experiences of 
the subjects was something most of the assistant principals 
had either experienced personally or had been careful to 
manage discreetly. One summed up the problem by saying, 
"Wherever people work or congregate, there are going to be 
jealousies." Another respondent, who agreed that jealousies 
always occur, felt there was no way to avoid that problem. 
In his words: 
That jealousy comes from the other person and 
their insecurities in different things. You have 
to look at who owns the problem - that person. 
I don't see a solution to that. 
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One participant, who had an unusual story to tell, relayed 
how the principal she worked for exhibited jealousy when the 
superintendent expressed an interest in her and the work she 
was doing. She described a school system that was very 
committed to hierarchy and appropriate chain of command. In 
this setting the superintendent's interest in her outraged 
the principal. She recalled: 
The superintendent here was practically told not 
to come and talk to me by the principal . . . not 
to fill my head with ideas. So, I didn't get 
involved because of the principal's obvious 
disapproval. 
Another subject remembered the reaction her peers and her 
department head had when she first indicated to them that 
she intended to become an assistant principal. She 
reminisced that: 
There's always professional jealousy. . . . It's 
a sad thing. I experienced it from my department 
head and other teachers. . . . And they were 
looking at me like who does she think she is? 
People get real scared. 
Her view of professional jealousy is supported by a veteran 
male assistant principal who suggests that in any 
organization there is always jealousy when someone wants to 
get ahead. Such jealousy, others suggested, could be 
avoided by insuring that mentoring opportunities are 
available for anyone in the organization who seeks such 
assistance. Petty rivalries and resentments can be 
diminished if those in charge take steps to create an 
environment where people are expected to support each other. 
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Peer jealousy can also arise in a school setting where 
teachers and administrators are considered two separate 
entities that should neither trust the other side nor begin 
to intermingle too much with the perceived enemy in the 
other camp. The mixed feelings an aspiring administrator 
can experience are best expressed by one of the subjects who 
said: 
When I was selected for the mentoring program, my 
whole staff that I had worked with for a number of 
years almost didn't talk to me. I had turned coat 
by getting involved in that. I'm not sure that I 
was ready for that. I thought I had turned coat 
too. There were such strong feelings. There had 
not been enough work done in the district to make 
everyone feel comfortable with the mentoring 
process . . . and to do it in a loving, caring, 
gentle way. 
The potential conflict of union vs. management was also 
mentioned by a male respondent who discussed the problem in 
terms of teachers in general having a disdain or aversion 
for stratification in the teaching profession. Early in his 
career he had been selected for a mini-administrative 
position as a part-time Dean of Students. The Teachers' 
Association was adamant that one could not serve 
simultaneously as an administrator and a teacher. After one 
year, grievances and vocal opposition put an end to what he 
felt could have become a viable mentoring system for 
aspiring administrators. 
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Cross Gender Pairing 
Since the literature suggests that mixing the genders 
in the pairing of mentors and proteges (protegees) can be 
fraught with problems, this researcher was most interested 
in ascertaining the subjects' views on this topic. Both 
male and female respondents were queried about their 
attitude towards or experience with mentors of the opposite 
sex. In addition, subjects were asked to discuss whether or 
not they had experienced problems with sexual innuendo. The 
topic of the mentor-protege (protegee) relationship moving 
towards any sexual involvement was breached; however, only 
one of the subjects felt that this was an issue that had 
ever raised any concern. With four of the females and two 
of the males currently involved in intense cross-gender 
mentoring relationships, the investigator found that 
subjects were able to give responses based on experience 
rather than conjecture. 
When asked the question whether or not gender made a 
difference when one was selecting a mentor, all of the 
respondents indicated that it did not matter to them. Most 
indicated that personality, job knowledge, and a willingness 
to help were far more important attributes than gender. The 
only exceptions to that were two females who have had 
multiple mentors. For one of them, discussing what she 
called personal problems was easier to do with her female 
mentor; for the other, finding a female to serve as a role 
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model was important. The males were unanimous in saying 
that, male or female, it didn't matter to them. 
The two males, who identified female mentors, currently 
work with female principals who fill that role. For one of 
the subjects the relationship extends beyond the walls of 
the school, since he is socially active with the mentor and 
her husband. For the other subject the relationship is 
confined to the school; yet, his description of that 
relationship indicates it is an intense involvement, which 
clearly is very important to him. 
I'm very comfortable with her. That's one of the 
real positive things about my job right now. If I 
even thought about leaving, I would have to 
consider the relationship I'd be leaving behind. 
. . . would it be the same. I never have a 
problem telling my boss this is what's bothering 
me . . . or, I have a problem . . . can you help 
me. 
Both of the males chuckled when asked if sexual tension was 
part of the relationship. The investigator sensed that 
consideration of such involvement would violate unspoken 
guidelines which framed their relationships with their 
mentors. 
One of the females did suggest that her intense 
relationship with a male mentor did result in people making 
assumptions about her sexual involvement with him. As far 
as she was concerned, such sexual innuendo was their 
problem. She did acknowledge, however, that because she 
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and the mentor were both single, they did have to reach an 
understanding. Her recollection of that process was that: 
There was a point early on when he and I had to 
figure out what kind of relationship is this. Is 
it something where we are going to go out with 
each other and go in that direction or are we 
going to keep it on a professional and friendship 
level? I guess there was tension about what we 
wanted for a short time because we were both 
single. But that was easily resolved. It was 
clear and remains clear that this has been an 
important relationship for both of us. It was 
important for us to protect it because there was 
a lot for us to get out of it from each other. 
Today this subject and her mentor are both married and 
socially involved as couples. 
For another female the mentor is the more traditional, 
older male. When she describes him, she uses terms like 
"father figure" and protector. As she says, he is 
considerably older than she, so the "age differential" gives 
both parties a comfort level. For the females in the study, 
the pragmatic bottom-line is the recognition that they 
occupy a male-dominated position where the colleagues and 
friends one spends time with are mostly men. 
Mentor Programs for Assistant Principals 
Another aspect of the mentoring phenomenon which the 
researcher discussed with each subject was his/her view 
about how one might develop either a formal or informal 
mentoring program for assistant principals. All of the 
subjects saw a need for assistant principals, particularly 
new appointees, to have access to the kinds of support which 
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mentoring can provide. Where they differed in viewpoint was 
in envisioning the conceptual model one should utilize for 
such a program. Descriptions ranged from in-district to 
regional and state level programs to programs connecting 
school administrators with business people. Some verbalized 
concern about matching mentors and proteges (protegees), 
feeling that such relationships should evolve naturally 
rather than be imposed artificially. Others believed one 
could develop effective systems to screen mentors and enable 
proteges (protegees) to select someone who seemed to suit 
both their personality and needs. 
One of the veteran assistant principals, who received 
no mentoring and little guidance from his principal during 
his first few years, makes a strong case for the need for 
such a program when he said: 
. . . I'm going back 14 years. I didn't have 
someone I could call. As a new assistant 
principal, I felt I had to impress my boss and 
teachers . . . get everything done at once. 
I made a lot of mistakes and never looked back to 
reflect on them. If I'd had the chance to reflect 
with the right person saying . . . You might have 
blown it here. . . . Next time, I think you should 
consider . . . For me that would have been helpful 
. . . Knowing that when you are faced with a 
problem someone will give you suggestions . . . 
and no one will come down on you. 
While the veteran felt that one's principal could fulfill 
the mentor role, he noted that he would have preferred a 
mentor from outside his school district during those early 
years. At that career juncture it would have been easier 
for him to be open with an impartial outsider rather than 
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with his immediate supervisor. As he noted, trust would be 
critical on both sides of the relationship if a principal 
were to serve as mentor to his/her assistant principal. He 
also felt involving an outsider would give the novice a 
broader perspective. What is most interesting about this 
response is that today this man is involved in a reciprocal 
mentoring relationship with a principal who assumed the 
position several years ago. Now that the subject is 
confident about his ability to do the job, he feels 
comfortable being completely open and honest with his boss. 
Several other subjects felt that a mentoring program 
should be structured like a doctor's internship, allowing 
people to work with a variety of mentors and styles. In 
their view the novice assistant principal would then have 
the advantage of picking and choosing what works best for 
him/her. This approach would avoid the danger that some 
subjects saw in a protege (protegee) having the potential to 
become the mentor's clone. One subject articulated such 
concern by suggesting: 
I wouldn't want to see a protege become a clone. 
Becoming a clone is a danger. You can become x 
squared (x2), who wants that? You want a good 
administrator, not someone who will grow up to be 
a Heinrich Himmler. . . . The match is important 
in terms of values. . . . Someone who sets a good 
example. 
Most subjects felt that the cloning problem could be 
avoided and a stronger program developed if a mentor program 
for assistant principals consisted of more network-mentoring 
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and less one-on-one mentoring. The network could include 
principals, other assistant principals, business people and 
university professors. Such a system would address a 
concern that most of the subjects raised about artificially 
pairing mentors and proteges (protegees). Most respondents 
agreed with the subject who suggested: 
My personal feelings on that (matching mentors and 
proteges) is that the contrived does not work as 
well as the natural. When people naturally take 
us on . . . they are more willing to accept from 
each other. 
The notion that potential mentors and proteges (protegees) 
should have an opportunity to find and select each other is 
supported by another subject who added: 
I think when you are talking about mentoring, it 
isn't that someone seeks you out, but you seek out 
and put out these little feelers. The person who 
seeks a mentor either sends out signals or picks 
up signals. 
A different perspective on the hidden benefits of a 
mentoring program, which matches subjects in an artificial 
manner, is offered by another assistant principal who 
worries more about the damage caused by isolation than the 
potential problems such a program might create. As she 
noted: 
Some people will get hooked up and the chemistry 
won't work. But, on the other hand, I've run into 
assistant principals who don't get out much. They 
don't participate in activities of professional 
associations often because it's not supported by 
the district or by their principal. For assistant 
principals who don't have the opportunity to meet 
people in a natural way, this, at least, provides 
a raft. 
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Another subject was adamant in his belief that an 
assistant principal's mentor should have had some experience 
as a principal. He proclaimed: 
I can't envision someone who hasn't been a 
principal attempting to mentor a new assistant 
principal. Someone has to have been in the 
trenches day in and day out to be a good mentor. 
Some college professor standing up with a 
notebook, I don't believe, would make a good 
mentor. 
All subjects agreed that the one element which must be 
present for any mentoring program to work is trust between 
the mentor and protege (protegee). A suggestion many of 
them made is that a state organization such as the 
Massachusetts Secondary School Administrators' Association 
(MSSAA) would be the natural vehicle for developing a 
program to network mentors and proteges (protegees). 
Training for participants could be a joint venture between 
practitioners and the universities. 
Mentors; A Pre-requisite for Success? 
Another dimension of the mentoring phenomenon which 
this researcher was interested in understanding from the 
assistant principals' point of view was whether or not such 
individuals considered the assistance of a mentor to be a 
critical component for success. To enable the investigator 
to gain some insight into the relevance of mentoring to 
one's success, subjects were asked to respond to the 
following questions: 
109 
(1) All things considered, do you think having a 
mentor really makes much of a difference in career success? 
(2) Is it having a mentor that leads to success, 
or is it actually that the person who seems to have 
potential, who is perceived as a "person on the way up," 
who demonstrates ability, has a better chance of attracting 
a mentor? 
(3) If you had to give advice to a teacher who 
wants to move into school administration, would you advise 
that individual to find a mentor? 
Responses to whether or not having a mentor made any 
difference to an individual's sense of whether or not he/she 
would have made it as an administrator indicated that four 
of the females and one male felt strongly that mentors were 
critical for their success. Female respondents discussed 
the importance of psychosocial support while the lone male 
mentioned the vocational support in terms of sponsoring. 
Three of the females talked about mentor support in terms of 
survival. One of them remembered her first year as a 
teacher saying: 
I wouldn't have made it without a mentor. I would 
have been one of those teachers who left after 
that first year. She encouraged me to stick with 
it. ... I said: I can't do this . . . it's 
terrible. She said, 'you can, you are going to 
be a great teacher.' . . . I think I became that 
teacher she said I could be. 
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Today that subject, who is a novice assistant principal, 
receives similar encouragement from her principal whom she 
considers another strong mentor. While she believes that a 
determined, capable person can make it without a mentor, she 
feels that having a mentor spares people unnecessary 
suffering. Another subject, who felt her survival was 
dependent on the mentoring she received, talked about 
mentoring in terms of the perspective it provides. When 
asked whether or not she would have made it without a 
mentor, she replied: 
I don't think so. I think I would have given up. 
I just didn't have any perspective. I was a 
single woman, so I didn't have anyone I could go 
home to at night and talk to. Without the women 
in the principals' association, I could have been 
in real trouble. 
The third subject mentioned the survival theme in the 
context of job isolation. Her colleagues, the principal and 
other assistant principals, were satisfied working in 
isolation from one another. She, on the other hand, 
remembers needing the mentoring support which, for her, came 
from the local university. She left that position after one 
year because she felt she couldn't survive in a setting 
which promoted such isolation. 
The fourth female, who has had a difficult transition 
into the assistant principalship, feels that a lack of 
instruction and support from her principal has made her job 
almost intolerable. For her, survival and a moderate sense 
of satisfaction have come from what she described as "little 
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forays that I made myself." For her, psychosocial support 
has been critical; such support has come from an empathetic 
female administrator in her school district whom she 
described as: 
. . . a colleague ... a friend . . . someone 
who is receptive . . . allows me to vent. Venting 
is very important because you can't do it anywhere 
else. 
While she hedged on the connection between mentoring and 
success, she did say: "... while I'm not sure you can 
say a mentor equals success . . . happiness and satis¬ 
faction, yes." 
The lone male respondent who equated mentoring with 
success described the connection between the two in terms of 
career rather than psychosocial functions. He had started 
his career in a large urban district and, as a result, felt: 
If you are in a big system, you will not go 
anywhere without a mentor. . . . Probably 
godmother/godfather type of thing. . . . You 
have to have somebody you can depend on. 
Another perspective was provided by the other subjects 
who felt success was related to individual potential, 
ability, and drive. As one of the subjects in the group 
suggested: 
A mentor can only do so much. At the conclusion 
of a period of time, the protege has to take 
whatever qualities he has and run with them. 
Sometimes people go through the process and they 
don't latch on. 
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His view is supported by another subject who feels having a 
mentor is not enough if you don't have the basic ability to 
do the job. She added: 
I don't think they're of equal importance. But, 
given the fact that you have the basic ability and 
temperament to be an administrator, you can only 
be helped by having a mentor. If I had to go with 
one or the other, I'd say you better have the 
ability yourself. . . . But, if you are going to 
do it strictly on your own, it's going to take 
a lot longer, and you're going to waste a lot of 
time making mistakes you could have avoided by 
having someone there to help you. 
Answers to the inquiry about whether the "person on the 
way up" attracted a mentor were inconclusive. Since 
subjects either developed a mentoring relationship by virtue 
of where they landed a job, or as a result of their own 
efforts to seek assistance elsewhere, they really didn't 
feel they had adequate information to respond to the 
questions. 
When subjects were asked whether they would advise a 
teacher who wants to move into school administration to find 
a mentor, the response was unanimously affirmative. 
Respondents discussed the tremendous differences between the 
role of teacher and the role of assistant principal. To a 
person they felt mentors could provide aspiring adminis¬ 
trators with a sense of what the job actually entails. One 
of the female respondents felt that finding a mentor was 
even more critical for women than men. She also felt that 
women must support other women. 
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For women, it's even more critical. Women in 
managerial, power positions need to help each 
other along. ... We just had a female 
administrator who, unfortunately, did not do a 
good job and has just resigned. I feel badly 
about that because I know the town fathers will 
say we're not getting any more women in here. 
When a man does a bad job, it's not because he's 
a man . . . but when a woman does a bad job, 
it's because she's a woman. ... We need to have 
women be successful in roles to break that barrier 
down. . . . People need to see that women can be 
leaders. ... So many people for so long have 
felt we don't have it in us to do these types of 
jobs. 
The Assistant Principal as Mentor 
A final area explored during the interview process was 
the subjects' experience as a mentor. Subjects were asked 
whether or not they had either initiated such involvement or 
if others had identified them as a mentor and sought their 
assistance. Eight of the subjects provided concrete 
examples of situations where they had filled a mentoring 
role; yet, none of them felt comfortable labelling them¬ 
selves as a mentor. Of those who had been mentors, six had 
fulfilled that role in their own school district; only two 
considered themselves mentors to someone outside their 
district. Subjects felt they had served as mentors to 
teachers, parents, student teachers, students and, in one 
case, to an administrator from another school district. 
The reluctance, however, to tag oneself as a mentor is best 
expressed by the subject who responded: 
I have been a mentor to kids and to practice 
teachers . . . there's one in the city I still 
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keep in touch with . . . who was an apprentice 
teacher. ... I find it difficult to talk about 
myself in those kinds of terms. . . . But, 
I guess, enough teachers here have come to 
me . . . mentoring is not the right word, but 
they're comfortable . . . feel better about what 
they're doing . . . like supporting a teacher who 
was uncomfortable making a Department of Social 
Services mandated report ... I shared that 
. . . took it off her hands . . . I'm not 
sure that falls into mentoring, but, in a way, it 
does. It's new ground . . . People need help and 
support especially if the faculty members tell 
them they are doing the wrong thing. 
Involvement with this teacher in a difficult child abuse 
situation has evolved into a close relationship between this 
assistant principal and the teacher. The teacher continues 
to seek advice and support. Whether the relationship will 
actually develop into a mentor-protegee situation is 
questionable; however, this subject alludes to what many of 
the subjects seem to do in terms of sending out positive 
signals. It also reflects the response which many subjects 
give to the question about how they were selected to be a 
mentor; most responded with "it just happens." 
All of the subjects who are involved in mentoring 
relationships with their principal indicated that the 
mentoring assistance was reciprocal and that they sometimes 
assumed the role of mentor. When asked what benefits the 
principal received from the relationship, subjects responded 
with answers such as "perspective," "emotional support," 
"a sympathetic ear," and "my expertise. it 
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Two of the females who had mentored other women 
indicated that these women were colleagues and friends in 
other school districts. One was able to sponsor a friend 
for a principalship; the other encouraged a friend to move 
into administration. 
The inquiry into whether or not the subjects had 
actually become mentors themselves was very limited. 
The researcher includes it here more as an aside then as 
a significant part of the study. The researcher's interest 
was primarily focused on discovering whether administrators, 
who identified mentoring assistance as important, had 
offered such assistance to other aspiring and/or new 
assistant principals. 
Conclusion: Summary of Major Findings 
In this Chapter the researcher presented the data 
collected from questionnaire responses of 75 Assistant 
Principals. The questionnaire, designed as an inquiry 
into the value Assistant Principals place on vocational and 
psychosocial mentoring functions, enabled the researcher to 
determine which functions are most important to assistant 
principals of differing genders, age groups, and experience. 
Additional data, collected from in-depth interviews with ten 
of the respondents, were also discussed. Such data reflect 
the respondent's analysis of the mentoring experience which 
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varies, not only in terms of success, but also in terms of 
intensity. What follows is a summary of the major findings 
of this two-part study. 
An analysis of the inquiry into the value assistant 
principals place on vocational vs. psychosocial functions, 
mentor gender, and mentoring assistance revealed: 
(1) Subjects value the psychosocial functions of 
mentoring more than the vocational functions; 
(2) A subject's age does not influence his/her need 
or desire to receive mentoring assistance; 
(3) A subject's years of experience in the role of 
assistant principal do not influence his/her need 
for various mentoring functions; 
(4) Men and women do not differ significantly in the 
value they place on same-gender mentors; 
(5) Men do not value vocational functions signif¬ 
icantly more than women; and 
(6) Subjects who indicate they have career aspirations 
(i.e., the desire to change positions) express a 
greater desire for the consulting and sponsoring 
functions than those who do not have career 
aspirations. 
Analysis of the mentoring experience of ten study 
subjects, selected from the questionnaire respondents, for 
in-depth interviews revealed: 
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(1) Assistant Principals are mentored by individuals 
from within their own school districts as well 
as from other school districts; 
(2) Assistant Principals, who receive mentoring 
assistance from their principal, find the 
transition from classroom teacher to building 
administrator is eased by the support one finds 
in such a relationship; 
(3) Assistant Principals, who either lack or reject 
a mentoring relationship with their principal, 
seek mentoring assistance from other admin¬ 
istrators or teachers in their own or neighboring 
school districts; 
(4) Of all the mentoring functions, the protecting 
function is least valued; 
(5) For the role modeling function, females sometimes 
prefer a female mentor whom they can emulate with 
a greater degree of comfort; 
(6) Subjects place great importance on the encourag¬ 
ing function regardless of the number of years 
they have served as an assistant principal; 
(7) The benefits which come from a mentoring 
relationship are reciprocal, with the mentor 
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receiving as much benefit as the protege 
(protegee); 
(8) Cross-gender mentoring relationships are not 
problematic; in fact, some males seem to prefer a 
female mentor; 
(9) Proper selection and training of mentors is 
critical if one is going to guard against pitfalls 
such as cloning, control, and peer jealousy; 
(10) Isolation and the dearth of opportunities for 
reflective practice, which all too frequently are 
associated with the move from classroom teacher to 
building administrator, can be minimized if one 
has the guidance of a mentor; 
(11) Conceptualization of a mentoring program should 
include a network-mentoring model which enables 
participants to choose and to change partners in a 
manner which is acceptable to and comfortable for 
both parties; 
(12) Trust is essential for all mentor-protege 
(protegee) relationships; 
(13) Mentor assistance does not guarantee success; 
however, anyone who has the desire to move from a 
teaching to an administrative position should find 
a mentor; and 
(14) Female subjects consider psychosocial support 
critical for their personal success and 
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professional survival in a male-dominated 
position. 
An extended discussion of the most significant findings 
is presented in Chapter V. 
CHAPTER V 
SUMMARY/ CONCLUSIONS/ AND RECOMMENDATIONS 
Introduction 
The training, professional development, and personal 
support needs of assistant principals in our secondary 
schools are diverse, varying among individuals in terms of 
both the professional preparation they have had prior to 
their administrative appointment and the institutional 
setting they inhabit after they assume an administrative 
position. Assistant principals, key educational leaders who 
fulfill a liaison role with numerous constituencies outside 
the schoolhouse while functioning as linking pins within, 
oftentimes are inducted into this demanding position in a 
rather haphazard fashion. The assistant principal's ability 
to do an effective job is key to the ultimate success of a 
school, yet acquiring the specific knowledge one needs to 
meet the demands of the position oftentimes is happenstance 
rather than planned. In secondary schools the assistant 
principalship is usually the first building level adminis¬ 
trative position that an individual will hold. Those who 
assume such a position frequently move from a full or part- 
time teaching position into what can be described as a 
somewhat "foreign" administrative role, which differs 
significantly in focus, responsibility, and visibility from 
the comfortable position formerly held. Success in the role 
is usually related to an individual's talent, tenacity, and 
university training rather than to a systematic induction 
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process, which has been conceptualized and monitored by 
professional colleagues. A belief that this training gap 
results in problems for both individuals and schools 
prompted this researcher to explore what kinds of specific 
assistance individuals would find most valuable to them as 
they begin to learn or continue to improve their skills as 
assistant principals. Since mentoring assistance has rated 
high marks within corporate America and received the 
attention of the Massachusetts Working Group on Adminis¬ 
trative Certification, a focus on the Assistant Principal's 
perception of the usefulness of such assistance seemed a 
logical place to target for this investigation. 
The purpose of this study has been to identify and 
describe the mentoring functions which assistant principals 
in Massachusetts find most valuable to them. In undertaking 
this assignment the researcher was attempting to fill a gap 
in the knowledge base devoted to the training and develop¬ 
ment needs of assistant principals. Focusing the study on 
the potential benefits of mentoring was deliberate on the 
researcher's part, since she believes mentoring support has 
the potential to expand the knowledge one gains in a 
university degree program by enabling the practitioner to 
apply the knowledge, and then receive appropriate feedback 
about the effectiveness of the application. It seems 
prudent to expect that more reflective practice will result 
from the introduction of mentoring programs into the realm 
of educational administration. 
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The Design of the Study 
The study was divided into two parts. The first part 
consisted of an inquiry into the perceived mentoring needs 
of 100 Massachusetts assistant principals. Schockett's 
(1983) study of mentoring functions provided the framework 
for this portion of the investigation. An opinion 
questionnaire, designed by the researcher to assess the 
value assistant principals place on eight identified 
mentoring functions (educating, consulting, sponsoring, 
protecting, role modeling, encouraging, counseling, and 
collegiality), was utilized for this part of the study. 
Ten of the questionnaire respondents (five men and five 
women) were then asked to participate in a follow-up 
interview. Zey's (1984) interview guide was adapted by the 
researcher for this portion of the study. Data collected 
from the questionnaires were used to confirm or reject six 
hypotheses the researcher had formulated about individuals' 
need for mentoring assistance. The investigator was 
interested in the subjects' need for psychosocial vs. 
vocational assistance, the effect a subject's age and years 
of experience has on his/her need to receive mentoring 
assistance, a subject's preference for a mentor's gender 
relative to his/her own gender, and the influence one's 
career aspirations have on his/her desire to receive 
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mentoring assistance. Data collected from the ten follow-up 
interviews expanded the investigator's understanding of the 
subjects' need for mentoring assistance; in addition, such 
data extended her appreciation for the assistant principal's 
need to connect with other educators. Data gleaned from the 
interview subjects are presented in the second section of 
the study. 
For both the questionnaire and the interview, the 
researcher stressed affiliation with the subjects since her 
current position as principal and previous position as 
assistant principal make her a member of the target 
population. Such affiliation increased her empathy for and 
understanding of the needs of the subjects in the study. 
The methodology was rather simple and straight-forward. 
Subjects were asked to complete a questionnaire rating their 
need for various kinds of mentoring assistance. In the 
questionnaire respondents were also asked to provide 
demographic information which included age, years of 
experience, gender, mentor involvement, and preference for 
a mentor. Participants were asked to return a post card 
separate from their questionnaire. The post card return 
enabled the researcher to determine who had returned the 
questionnaire; in addition, it provided a pool of candidates 
for the second part of the study, the interview. In 
selecting subjects for the interviews, the researcher was 
able to select participants from different geographic 
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locations in Massachusetts, as well as to balance the pool 
for gender. Subjects included five men and five women 
residing in the four corners of the Commonwealth. By 
chance, the span in the ages and years of experience of the 
interview subjects was diverse. The rate of return for the 
questionnaire was 75 percent; the willingness to participate 
in the follow-up interview was 100 percent of the subjects 
the researcher contacted. 
Review of the Literature 
A survey of the literature devoted to mentoring 
revealed a phenomenon which can be segmented and explained 
via its components, characteristics, and usefulness. To be 
understood the phenomenon must be viewed in its entirety; 
for it to be conceptualized, however, requires an orderly, 
systematic presentation of its many fragments. To increase 
her understanding of the phenomenon, this researcher adopted 
a thematic approach for the literature review. Significant 
themes which emerged during the review included: 
consideration of gender in mentor-protege (protegee) 
matches; attention to the dynamics of the mentor-protege 
(protegee) relationship; a connection between mentoring and 
life-cycle theory; and the need to legitimize mentoring in 
the field of education. With these themes serving as an 
umbrella for her study, the investigator began her inquiry 
into the mentoring needs of a group of educational leaders 
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who can best be characterized as educational leaders in 
transition, namely, assistant principals. 
Major Findings 
Early studies (Erikson, 1950; and Levinson, 1978) 
suggested that developmental needs can best be met at 
critical junctures, if an individual is able to seek and 
find a mentor to serve as his/her guide. Such findings 
prompted subsequent researchers to study the specific needs 
which mentoring assistance might address. More recent 
inquires, including this researcher's study, have focused on 
the needs in terms of psychosocial and vocational 
assistance. This researcher wondered whether assistant 
principals would value psychosocial assistance more than 
vocational assistance. She found that the subjects in her 
study were consistent with the teachers in Kram's (1983) 
study who felt that the psychosocial functions enhance a 
protege's sense of competence and effectiveness, in 
Shulman's (1988) study where participants in a teacher 
induction program benefitted from the friendships which 
developed, and in Thies-Sprinthall's (1986) study which 
suggested that teachers find the psychosocial functions to 
be the most valuable. This researcher's focus on 
psychosocial vs. vocational functions also extended to the 
male vs. female need for the respective functions. In the 
realm of the secondary school assistant principalship, women 
who hold such a position today still must function in a 
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male-dominated world. Within this framework the researcher 
wondered whether women would identify a greater need for 
psychosocial support than their male counterparts. Previous 
studies (Davan 1986; Thies-Sprinthall, 1986; and Shulman, 
1988) revealed no significant differences in needs between 
male and female teachers. With the differences in job 
expectations from teacher to assistant principal, however, 
the researcher wondered whether the previous findings would 
hold true. The responses of assistant principals mirrored 
the responses of the teachers in the earlier studies. Like 
the teachers in Taylor's (1986) study, the assistant 
principals representing both genders indicated an overall 
preference for psychosocial rather than vocational 
assistance. 
The one difference the researcher noted between the 
genders was the female interview subjects' need and/or 
willingness to discuss at some length their need for 
psychosocial support in the isolating position of assistant 
principal. While male participants in all probability had 
the same degree of need, what they didn't exhibit was the 
desire to talk about the need. 
While an expressed need for psychosocial rather than 
vocational support does not contradict previous findings, it 
does suggest that identified mentoring needs are more 
complex than just finding a sponsor for the point of entry 
into educational administration. Such complexity suggests 
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that both men and women would be wise to heed the advice 
given to women by some of the experts in the field. Early 
on, Kanter (1977) proclaimed that having a mentor as sponsor 
was important for a man's success; however, access to a 
sponsor was said to be essential for a woman's success. The 
suggestion that the sponsoring function is more critical for 
women who aspire for administrative positions in education 
was reiterated by Shakeshaft (1987) who warned that: 
A sponsor or mentor is much more important 
to the individual woman than a role 
model because it is the sponsor who advises 
the woman, supports her for jobs, and 
promotes and helps her (p. 115). 
Kanter and Shakeshaft's advice for women is consistent with 
the need some assistant principals express for two of the 
vocational functions, specifically, consulting and 
sponsoring. When the researcher grouped the subjects in 
this study according to those who have a desire to move up 
the career ladder vs. those who intend to retire as 
assistant principals, she found that subjects with career 
aspirations expressed a greater desire for the consulting 
and sponsoring functions. This researcher's findings would 
suggest, however, that both male and female assistant 
principals who are focused on career advancement have, in 
fact, heeded Shakeshaft's words of wisdom. Such findings 
are consistent with the literature (Collins, Roche, 1979; 
Zey, 1984; Kaufmann et al., 1986; Fagenson, 1989; Bahniuk et 
al., 1990) which has suggested that individuals who 
participate in mentoring relationships benefit from enhanced 
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opportunities for professional advancement. Thus, it was no 
surprise to the researcher that assistant principals with 
career aspirations see the need for such assistance. As 
Dougherty and Dreher (1991) suggested, the promotion rate of 
managers in the business realm is positively affected by 
career mentoring. As career managers on the first rung of 
the ladder in educational administration, ambitious 
assistant principals are prudent to place a high premium on 
both the sponsoring and consulting functions. With that 
consideration in mind, this researcher would not dispute 
Shakeshaft's advice to women; however, she would urge males 
to heed the same advice. 
This researcher was also curious about the gender 
question in terms of subjects' preference for a mentor. 
Questionnaire results revealed that neither male nor female 
subjects have a preference. The questionnaire was not 
designed to delineate subjects' preference for mentor gender 
according to the eight functions; however, during the 
follow-up interviews the researcher did investigate the 
females' preferences for same-gender vs. cross-gender role 
models. Such an inquiry was prompted by Shakeshaft's (1987) 
suggestion that: 
Research has found same-sex role models to be 
crucial for women, but not for men. Women 
often cannot envision patterning themselves 
after men, either because they identify men's 
behavior as "male" and therefore incongruent 
with their "female" self-images or because 
male behavior seems inappropriate for them 
(p. 115). 
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Ragins and McFarlin (1990) supported Shakeshaft's suggestion 
noting that female protegees who seek the role-modeling 
function prefer female mentors. While most of the subjects 
in this study indicated that they had no preference for 
same-gender mentors, two of the five females in the follow¬ 
up interviews said that having a female role-model was 
essential. Perhaps this finding, which the researcher 
would be the first to acknowledge has no statistical 
support, suggests the need to consider multiple mentors to 
meet the diverse needs of proteges (protegees). 
The gender finding also suggests that women, who still 
constitute a clear minority among school administrators, 
have adapted to that reality. Apparently women have 
identified strategies for success in spite of, rather than 
as a result of, easy access to same-gender role-models. 
From this researcher's perspective, the reality of the 
situation has necessitated entering the "old boys' network" 
and learning from them. Such entry, however, has not 
required an abandonment of one's identify, nor has it 
required females to compromise their leadership style. 
By suggesting that female administrators can learn 
with and from their male counterparts, this researcher is 
not advocating that they adopt a "male" leadership style, 
nor is she suggesting that they abdicate their 
responsibility to assist those women who will follow. To 
the contrary, the researcher is supporting Shakeshaft's 
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(1987) position that women in school administration must 
consider it their professional responsibility to serve as a 
mentor to other women. What the researcher is suggesting is 
that she believes that as gender disappears as an element of 
the image of school leadership, so too will the need for 
gender role models. What becomes the model in this scenario 
is the successful leader rather than the male vs. female 
role-model. 
The influence one's age has on his/her desire to 
receive mentoring assistance was another factor this 
investigator considered as part of her research. Initially 
she hypothesized that subjects at the younger end of the 
spectrum would express a greater need for mentoring 
assistance. Such thinking was influenced by Levinson's 
(1978) focus on the novice stage (ages 17-33) of development 
where, he suggests one must form a dream, find an 
occupation, and develop a mentor relationship. Discussion 
with assistant principals in the study, however, revealed 
that while the traditional mentor as sponsor might be 
important to the younger assistant principals, what was most 
important to assistant principals ranging the age span from 
younger than 30 to older than 60 was the linkage and 
feedback mentoring assistance can provide. From the rookies 
to the veterans such support was valued. Mentoring 
assistance, it seems, is well-suited to serving the needs of 
both the novice seeking induction into a new position as 
well as to meeting the needs of the veteran seeking 
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systematic, non-evaluative feedback on his/her job 
performance. Such findings are consistent with Levine's 
(1987) revelation that isolation is commonly identified as 
a problem among administrators, as well as Anderson and 
Shannon's (1988) suggestion that the need for mentoring 
assistance is "conjunctive." Such findings suggest that, 
to break the internal isolation, which the assistant 
principalship by its very nature imposes, the profession 
must create a vehicle to provide non-threatening feedback, 
encourage collegiality, and support continuous professional 
development. A carefully designed, flexible mentoring 
program would meet the individual's need to escape the 
isolation of the profession, as well as the profession's 
need to improve the skills of its leaders. 
A more extraneous, but related, finding was the 
researcher's sense that some assistant principals are even 
isolated from the principal for whom they work. For some, 
meaningful interaction with their immediate superior seemed 
to be an infrequent occurrence. For these individuals, the 
opportunity to discuss how they felt about their jobs was 
something they relished. This finding points out the need 
for systems to consider the matching and meshing of 
individuals on an administrative team. It also points out 
the need for principals to be attuned to their role as 
teacher, coach, and counsellor to the assistant principal. 
Another related finding was the need the single assistant 
principals expressed to have a mentor-type colleague willing 
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to listen and provide feedback. For the married partici¬ 
pants, it seemed that the spouse provided such support, so 
for them, it appeared that the need was not so urgent. 
The finding which surprised, yet encouraged, the 
researcher the most was the discovery that gender tensions 
and differences are becoming less of an issue in the 
workplace. To see women mentoring men and men mentoring 
women with a sense of collegiality, professionalism, and 
comfort was exciting. Women who have assumed administrative 
positions in our secondary schools still feel the 
vulnerability that comes with their pioneer status, yet they 
also seem to enjoy both the respect and support they are 
receiving from their male colleagues. To their credit, men 
are rejecting the antiquated macho creed delineating who 
should be "boss" and openly celebrating the fact that 
sometimes the most compatible boss is a woman. 
Another finding, which is significant for those charged 
with overseeing the induction of assistant principals, is 
the importance of orienting new recruits to the adult world 
of schooling. Many come into the position with no real 
sense of the politics both inside and outside the 
schoolhouse. After all, prior to assuming the role, the 
assistant principal probably was a full-time teacher who 
spent the workday with kids. To be successful in a very 
different role, the new assistant principal needs to receive 
a crash course on the players and forces that will be part 
of this very different world. 
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The major findings of this study can be summarized as 
follows: 
(1) For both male and female assistant principals the 
psychosocial mentoring functions are more highly valued than 
the vocational. 
(2) Mentoring assistance meets the needs of assistant 
principals at both ends of the age spectrum. The need for 
the linkage and feedback of mentoring does not diminish as 
one grows older. 
(3) Both novice and veteran assistant principals 
express a need for mentoring assistance. Individuals with 
extensive experience indicate as great a need for such 
assistance as do their rookie counterparts. 
(4) Gender is not a criterion for the selection of a 
mentor; however, for the modeling function some women 
express the need for a female role-model. 
(5) Both men and women place comparable value on the 
vocational functions. For both groups the protecting 
function is the least valued. 
(6) Career aspirations influence the value both 
genders place on two of the vocational functions (consulting 
and sponsoring). Assistant principals, who have aspirations 
to move up the career ladder, indicate a greater need for 
these vocational functions than their counterparts who 
consider themselves career assistant principals. 
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Conclusions 
After careful analysis of the major findings of the 
study, the investigator has arrived at the following 
conclusions: 
(1) Similarities between the mentoring needs of the 
men and women in the study suggest that progress has been 
made in differentiating gender from leadership. Such 
progress indicates a trend towards genderless leadership 
where leadership behavior/expertise, not gender, becomes the 
predictor of success. 
(2) Contrary to Levinson's suggestion, novices are not 
alone in exhibiting the need for mentoring assistance. 
Something akin to the need for the collegiality, counseling, 
and honest feedback of mentoring exists at every level 
throughout one's career. If such assistance were to span 
the careers of our school leaders, it would diminish the 
problems associated with the loneliness and isolation which 
exists today. 
Recommendations for a Mentoring Program 
for High School Assistant Principals 
This study, which was prompted by the need to inform 
the Massachusetts' Working Group on Administrative 
Certification, focused on the mentoring phenomenon in terms 
of the vocational and psychosocial functions it fulfills. 
Since the researcher examined the mentoring needs of 
assistant principals based on gender, age, years of 
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experience, and career aspirations, the recommendations 
which follow reflect attention to the impact these variables 
have on individuals' need for vocational and psychosocial 
mentoring assistance. Suggestions included herein are 
designed to serve as a point of departure for those who wish 
to conceptualize and design a suitable mentoring program 
rather than a blueprint for those who wish to implement such 
a program. Since the expressed purpose of this study was to 
identify the mentoring needs of high school assistant 
principals, the recommendations which follow are meant to 
address the specific needs of this particular group. 
With that framework in mind this researcher would urge 
program developers to do the following: 
(1) Legitimize the need for a mentoring program as 
part of one's training in educational administration 
acknowledging that failure to unite the practical with the 
theoretical creates a training gap in the preparation of 
school leaders; 
(2) Recognize that a mentoring program can address 
professionals' ongoing need for personal development by 
meeting the psychosocial and vocational needs of both 
novices and veterans; 
(3) Conceptualize a flexible model which enables 
individuals to access multiple mentors so that women who 
express a need for same-gender role-models are able to 
identify appropriate mentors for this function; 
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(4) Develop a model which focuses on the psychosocial 
functions (role modeling, encouraging, counseling, and 
collegiality); 
(5) Recognize that subjects representing both genders 
place little value on the protecting function; in fact, as a 
group assistant principals are offended by the suggestion 
that they would require such assistance; and 
(6) Distinguish between assistant principals who have 
career aspirations and those who have become career 
assistant principals. For those who have career 
aspirations, the consulting and sponsoring functions are 
important; for those who have opted to be career assistant 
principals, such functions are of little value. 
Finally, program planners must be attentive to the 
structural components which include the goals, processes, 
and monitoring systems of any viable plan; however, they 
must be equally attentive to the personalities and needs of 
prospective participants. Development of a flexible model 
and recruitment of a diverse participant population would be 
critical components of any plan. Potential proteges 
(protegees) and mentors will come with varying expectations 
and needs. Such expectations will best be articulated by 
those individuals seeking or offering assistance. Selection 
of suitable partners with complementary styles and 
compatible personalities is a task best left to the 
individuals involved. Creation of a program in and of 
itself imposes an artificiality on the selection process; 
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mandating partners would only serve to exacerbate problems 
which may result from the pairing process. Since mentoring 
in its purest form occurs naturally, program planners would 
be wise to emulate that model by enabling partners to self¬ 
select. 
Recommendations for Further Study 
The mentoring phenomenon by its very nature is elusive 
making it difficult to define, categorize, and institu¬ 
tionalize; however, the personal and organizational 
benefits which emanate from the development of mentor- 
protege (protegee) relationships suggest that failure to 
legitimize it in the realm of educational administration is 
a failure that the complex organizations known as schools 
can no longer afford. If we acknowledge that effective 
leadership is a critical component in a school's success, 
then we must continue to find ways to improve the formal 
systems used for the induction, training, and support of 
school administrators. An appropriate juncture for the 
initiation of such an effort is at the first rung of the 
administrative career ladder, the assistant principalship. 
With that thought in mind, this researcher would suggest 
that attention to the following areas of study would assist 
program planners; 
(1) An examination of the gender issue with particular 
attention to the role-modeling function and the strategies 
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females have employed to compensate for and/or adapt to the 
lack of same gender role-models; 
(2) An examination of the attitudes of the power 
brokers (school committees, superintendents, etc.) to 
determine the level of intellectual and financial support 
which exists for the creation of cooperative comprehensive 
mentoring systems; 
(3) An examination of the leadership behavior of 
principals who have been identified by their assistant 
principals as mentors to determine how they successfully 
differentiated the supportive boss role of mentor from the 
evaluative role of supervisor; 
(4) An examination of the potential for a statewide 
organization such as the Massachusetts Secondary School 
Administrators' Association (MSSAA) to assume a leadership 
role in linking the universities with the practitioners in 
an effort to develop a Comprehensive Mentoring Program; and 
(5) An examination of the roadblocks such as limited 
time, scattered work sites, and non-existent funding which 
inhibit the establishment of viable, statewide mentoring 
programs. 
One final recommendation this researcher would make is 
that educators as a group give serious consideration to the 
damaging effects of a recurring theme in our profession, 
the isolation of the adults who comprise the work force. 
Whether through formalized mentoring programs or other 
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vehicles, the profession must address the human need 
individuals have to connect with their peers. On both a 
personal and professional level, educators need daily 
contact with reflective listeners, supportive colleagues, 
and non-judgmental observers. A human service-based, 
personnel-intensive profession cannot expect to produce 
optimum results if it fails to nurture, develop, and support 
the professionals within its ranks. It is the researcher's 
hope that the data presented herein will enable those 
charged with overseeing the training, induction, and career 
development of assistant principals to improve the current 
practices. 
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Introduction 
The questions for this interview Guide were adopted 
from Michael Zey's model which guided his research for 
The Mentor Connection (1984). This researcher took the 
liberty to adapt Zey's guide so that questions are specific 
to High School Assistant Principals. 
Setting the Stage for the Interview 
I am going to interview you about a number of issues 
related to your job and career. I wanted to interview you 
because my research interest involves High School Assistant 
Principals who are or were involved in a mentoring relation¬ 
ship, either as a mentor or as a protege (protegee). 
The questions are "open-ended", which means that there 
are no right or wrong answers. Take as much time as you 
want. Make your answers as detailed as you feel is 
necessary. 
The interview should take about an hour. All responses 
are confidential. When the results are ready, I will be 
happy to share them with you. You will not be identified 
in my research. Your school will not be specifically 
referenced in my dissertation. 
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Career Information 
As a start, I would like to ask you some background 
questions about your job and career. 
1. What is your current position? 
2. What are the general functions, duties, and 
responsibilities of the job? 
3. Could you fill me in on some of the particulars 
about your career, where you've worked, what your 
jobs were? 
History of Mentor Relationships 
1. A mentor has been described as a person who takes a 
personal interest in another person's career, guides that 
person, and perhaps sponsors him/her for a job or position. 
Mentors provide significant assistance to their protegees. 
Have you ever had a mentor? (Probe extensively.) 
(If the person has had more than one mentor) 
Well, I would really like you to relate the following 
questions to the main mentor or adviser in your career. 
But if you have had more than one, you can answer the 
questions with regard to both whenever appropriate. 
a. When did you first come in contact with this 
person? Was it during your schooldays, your first 
job? How long ago was this? What was your 
position at that time? 
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b. What was your mentor's position at that time? 
Is it the same now as when you first met him/her, 
or did that person change positions since you 
first met? 
c. How exactly did you meet your mentor, and who 
actually took the first steps in establishing 
this relationship? Please discuss. 
d. And then how did the relationship proceed? (Con¬ 
tinue with like questions until exact chronology 
is established.) 
e. What qualities in the mentor attracted you to 
him/her? 
f. And conversely, what qualities do you think your 
mentor first saw in you that encouraged him/her 
to pursue this relationship? 
g. (If there was more than more mentor) 
Have you maintained contact with former mentors? 
Functions of Mentor Relationship 
2. I would like to explore this relationship with you a 
little further, and I have some specific questions for you 
about the benefits of having a mentor. But before I get 
specific, I would just like to ask you the following 
questions: 
What would you say has been the outstanding 
benefit that you have received from being in a 
mentor relationship? This can refer to career 
benefits, personal benefits, or any other positive 
results that come to mind. 
One mentor function, which you might have covered 
in your last answer, is in the area of teaching. 
What has your mentor taught you? 
I suppose that one of the reasons people look for 
mentors is because they think that this is an 
important part of building a career. How instru¬ 
mental has your mentor been in directly affecting 
your chances for either promotion or career 
advancement? 
(Lead: Career building can involve every¬ 
thing from the mentor giving the protege 
a clear picture of the career structure 
inside the organization to the mentor 
recommending the protege for the job.) 
I guess that part of career success is the ability 
to successfully weather such factors as "office 
politics." Sometimes a mentor can be very helpful 
to a budding protege by providing a "protective 
shield" when organizational pressure becomes too 
overbearing. Do you remember any instances when 
your mentor felt it necessary to run interference 
between you and the organization? 
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e. Mentors have been known to provide psychological 
help to their proteges. Do you remember any times 
when you relied on your mentor for personal 
strength or warmth in the form of confidence 
building, pep talk, etc.? 
f. What expectations do you think your mentor has of 
you? 
1. Do you think you have fulfilled all 
of his expectations? 
g. What do you think your mentor gets from this rela¬ 
tionship, either professionally or personally? 
(Probe: Intelligence/information.) 
h. Does your relationship extend beyond the school? 
i. Mentoring, like any other relationship, changes 
over time. If you were comparing your relation¬ 
ship to your mentor from the initial stages to 
where it is now, what would you say have been the 
biggest changes? 
(Are you closer, friendlier, etc.?) 
j. How long do you perceive your relationship 
lasting? 
Dysfunctions of the Mentoring Process 
a. So far we have been speaking about mentors from a 
relatively positive perspective. But can you 
3. 
think of any instances where having a mentor can 
actually be detrimental? 
(Lead: For instance, when someone ties his 
career to a downwardly mobile or out-of¬ 
favor mentor.) 
Sometimes when a person develops a mentor 
relationship with a superior, the opinions of 
peers change. What have been the effects, if any, 
of mentoring on your relationships with co¬ 
workers? 
(Lead: Admiration or jealousy.) 
This leads me to another question. I'm sure that 
in some schools there is more than one person with 
a mentor. Is anyone in your school being 
mentored, and if so, is there any rivalry? 
(Lead: One mentor wanting to advance his 
protege over all others. Or same mentor with 
two or more proteges.) 
I would like to get a feeling for the position of 
the school district itself on mentoring. Would 
you say that mentoring is encouraged or dis¬ 
couraged by the district? 
One writer equated the mentor-protege relationship 
with that of a teacher and student, parent and 
child. He observed that "an intense mentor 
relationship ends with conflict and bad feelings 
on both sides." I wonder if you have found this 
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to be true either in your own experience with 
mentors or in other relationships that you may 
have observed. 
f. Do you feel that your mentor lived up to your 
expectations (to be the guru, guide, teacher, 
etc.)? Are you comfortable with your 
interpersonal relationship? Would you categorize 
your relationship as collegial or dependant? Any 
problems with sexuality? 
Sex Role-Related Issues 
Note: Modified according to whether relationship is male- 
female or female-female. 
4. a. Some of the studies suggest that one of the 
drawbacks for women entering management is the 
fact that the social and occupational network is 
not as accessible for a woman as it is for a man. 
Based on this fact, would you say that a mentor is 
more important for success for a woman who 
wants to become a School Administrator than for a 
man? 
b. In your opinion, does being a woman affect your 
relationship with your mentor? 
(Lead:) 
1. Do you think your relationship with your 
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mentor would be different if you were a 
man? 
2. Does the fact that this is a male-female 
relationship act to hinder communications 
or interactions? 
c. What about the reaction of spouses to this 
relationship? 
1. Mentor's spouse. 
2. Protege's (protegee's) spouse. 
d. The issues of sexual innuendo and sexual 
involvement are often viewed as problems in the 
male-female mentor relationship. I would like you 
to address these issues. Are these a problem in 
your relationship? Can you discuss the innuendo 
issue with your mentor? 
Mentor and Success 
5. a. All things considered, do you think having a 
mentor really makes much of a difference in career 
success? 
(Lead: As compared to such factors as ability 
to make decisions, ability to lead, energy 
level, ability to complete assignments, 
willingness to work long hours, luck.) 
Let me ask a related question. Is it having a 
mentor that leads to success, or is it actually 
that the person who seems to have potential, who 
is perceived as a "person on the way up", who 
b. 
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demonstrates ability has a better chance of 
attracting a mentor? 
c. It's obvious from this interview that having a 
mentor can affect a person's career. If you have 
to give advice to a teacher who wants to move into 
administration, would you advise that individual 
to find a mentor? 
Special Questions for Mentors 
A. What would you say you learned from your own 
protege (protegee) period that you've applied to 
your current mentoring? 
B. Do you think demands from your own teaching/ 
administrative assignment interfered with your 
relationship with your protege? 
C. Have you ever sponsored or been a mentor to a 
woman? How does this differ, if at all, from 
being a mentor to a man? 
D. Why did you get involved in a mentor relationship? 
(Lead: Was it from the school district, 
yourself, the protege?) 
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ASSISTANT PRINCIPAL QUESTIONNAIRE 
Mentors for Administrators 
Mailing Directions: 
Please use the enclosed envelope to return 
your completed Questionnaire to: 
Maureen LaCroix 
301 Lovell Road 
Holden, Massachusetts 01520 
153 ®(jp>OlraO®(fi) §iyiG*v©y. 
The purpose of this survey is to determine to what extent you believe 
that you would benefit from access .to a mentor and, if so, what-mentoring' 
functions you would find most useful. 
Directions: This survey requires you to assume that you have been given 
an opportunity to work with a skilled mentor for the next school year. The 
mentor's job is to assist you in any and all areas which you consider 
important for your professional development.. Please rate each area 
accordingly to how important/desirable you would consider the assistance 
being offered to you. 
1- '2 . 3 4 
Not Somewhat Somewhat Extremely 
Desirable Undesirable Desirable Desirable 
Note: Please circle the block of the most appropriate response. 
1) Enhancing my technical skills. 
2) Increasing my intellectual development- 
3) Providing me with challenging work assignments. 
4) Offering me constructive criticism. 
5) Acquainting me with the political dynamics 
and informal power structure of their community. 
6) Introducing me to the values, norms, and resources 
of the profession. 
7) Helping me to clarify my professional go.als and - 
dreams. 
8) Enabling me to develop a set of personal and 
professional standards. 
9) Nominating me for key positions. 
10) Vouching for my capabilities by discussing them 
with colleagues. • . 
11) Assisting me in establishing contacts in the 
professional community by accompanying me 
to significant meeting and public events. 
12) Shielding me-from negative publicity. 
13) Taking blame'for my blunders. 
12 3 4 
12 3 4 
12 3 4 
12 3 4 
12 3 4 
•12 3 4 
12 3 4 
1 2 3 4 '• 
12 3 4 
12 3 4 
12 3 4 
12 3 4 
12 3 4 
14) Providing me with an opportunity to observe 
him/her (the mentor) interacting with others. 
15) Giving me the opportunity to observe him/her 
(the mentor) managing conflict situations. 
16) Having an honest discussion with me about how 
he/she (the mentor) balances personal with • 
professional demands. 
17) Providing me with emotional support and 
positive feedback. " 
18) Motivating me to do my best. 
19) Demonstrating confidence in my abilities.* 
20) Encouraging me to discuss my fears , anxieties; 
and uncertainties. 
21) Encouraging me to discuss personal as well 
as professional views. 
22) Viewing me as a colleague, peer, or friend whose 
assistance and ideas are valued. 
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12 3 4 
12 3 4 
12 3 4 
12 3 4 
12 3 4 
12 3 4 
12 3-4 
12 3 4 
12 3 4 
1 
Not 
Desirable 
2 
Somewhat 
Undesirable 
3 • 
Somewhat 
Desirable 
4 
Extremely 
Desirable 
Comments: Please add additional comments about benefits/ 
disadvantages of mentoring which the survey did not address. 
Comments: Assistant Principalships vary widely in the job respon- . 
sibilities/expectations. Briefly describe the position you currently hold. 
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Background Data: 
1) Grade configuration of your school: 
(D 9-12 © 7-12 (DIO-12 © (other) ____ 
2) Student enrollment: 
© less than 499 © • 500-999 © 1000-1499 © more than 1500 
3) ' School location: - • 
© Rural © Urban © Suburban 
4) Please indicate the total number of years that you have served 
as assistant principal __. • 
5) For how many years have you worked at your present job? 
© 0-2 © 3-5 © 6-10 © more than 10 
6) Your gender: ‘ . 
© Male © Female • 
7) Please indicate your age on your last birthday ' 
LI 25-35 LJ 36-45 O 46-55 EJ older than 55 | 
8) Would you say that you have had a mentor (teacher, advisor, role 
model, coach) who has helped you at some point in your area? 
© Yes © No • 
9) Was your mentor:. ’ •. 
© Male ' © Female © I have not had a mentor 
10) Your mentor's job was:_ 
Your-job was: _ , • 
11) If you were asked to choose a mentor today, would you prefer: 
© Male Mentor © Female Mentor © No Preference 
12) • Do you have aspirations to move from the assistant principalship to 
the principalship in the next 5 years? 
© Yes © No ■ ' . : 
13) Do you consider your current boss (principal) as a mentor? 
© Yes © No 
Quabbin Regional Junior-Senior High School 156 
Office of the Principal 
P.O. BOX 429 • DARRE, MASSACHUSETTS 01005 • TELEPHONE (508) 355-4651 • FAX (508) 355-6152 
Maureen L. LaCroix 
. Principal 
Joseph F. Maga 
Assistant Principal 
John F. Sullivan 
Junior High Administrator 
June 11, 1991 
Dear Colleague: 
It is my hope that you are willing to talce some time out of your busy schedule to 
provide me with some data which, I believe, will eventually serve the needs of 
assistant principals in Massachusetts. As Chairperson for the MSSAA Professional 
Services Committee, I know that both principals and assistant principals are 
always searching for avenues which will connect them to colleagues. That 
knowledge prompts me to think that a formalized program, such as the Mentoring 
Program now being created for teachers, has the potential to benefit many of us 
whether we are at the beginning or nearing the twilight years of our administrative 
careers. 
At this time, however, I am not sure how, or if, assistant principals in 
Massachusetts feel as I do. If you would talce the time to respond to the 
questionnaire which is enclosed, you would be providing me with some direction 
in this area. Please return the questionnaire in the envelope provided. I would 
ask that you also complete and forward the post card separate from your 
questionnaire. Ifpossible, I would ask that you forward this information to me by 
June 25, 1991. 
Any, and all, assistance you might offer in this area would be deeply appreciated. 
Sincerely, 
Maureen LaCroix 
Principal 
ML:sl 
Enc: Mentoring Questionnaire 
Post Card 
■ ^g^^^y^g^ducatlonaHiecdsofthetowns^fBarreH-Iardwlck, Hubbardston, New Braintree and Oakham. 
POST CARD 
f 
POST CARD RATE 
Mrs. Maureen L. LaCroix 
301 Lovell Road 
Holden, MA 01520 
Your Name:_ 
School:__ 
Address:___ 
Directions: Please check all appropriate boxes. 
/ / I am interested in receiving the results of 
your research. 
/ / I am not interested in receiving the results of 
your research. 
/_/ I would be willing to participate in a follow¬ 
up interview to discuss my experiences with/ 
feelings about mentoring. 
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Acre Ranae 
TABLE 14 
AGE OF STUDY PARTICIPANTS 
Number 4 
25-35 Years 2 3 
38-45 Years 31 41 
46-55 Years 32 43 
Older than 55 10 13 
TOTAL 75 100% 
N = 75 
GENDER: MALE = 42, FEMALE =33 
TABLE 15 
SCHOOL LOCATION OF STUDY PARTICIPANTS 
Location Number % 
Rural 12 16 
Urban 13 17.3 
Suburban 46 61.3 
Other 4 5.3 
TOTAL 75 99.9% 
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TABLE 16 
ASSISTANT PRINCIPAL EXPERIENCE OF STUDY PARTICIPANTS 
NUMBER OF YEARS NUMBER 
1 3 4.0 1-5 Years 
2 7 9.3 N = 33 
3 9 12.0 % = 44 
4 9 12.0 
5 5 6.7 
6 5 6.7 6-10 Years 
7 4 5.3 N = 22 
8 5 6.7 % = 29.4 
9 3 4.0 
0 5 6.7 
11 4 5.3 11-15 Years 
12 3 4.0 N = 11 
13 1 1.3 % = 14.6 
14 3 4.0 
15 0 0 
16 1 1.3 16-25 Years 
17 1 1.3 N = 9 
19 1 1.3 % = 11.9 
20 1 1.3 
22 2 2.7 
23 2 2.7 
25 1 1.3 
N = 75 
MEAN = 6 YEARS EXPERIENCE 
RANGE 1 25 YEARS 
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TABLE 17 
SCHOOL GRADE CONFIGURATIONS 
GRADE NUMBER i 
9-12 50 66.7 
7-12 11 14.7 
10 - 12 4 5.3 
Other 10 13.3 
TOTAL 75 100% 
TABLE 18 
SCHOOL ENROLLMENT 
NUMBER OF STUDENTS NUMBER * 
Less than 499 13 17.3 
500 - 999 34 45.3 
1000 - 1499 21 28.0 
More than 1500 7 9.3 
TOTAL 75 99.9% 
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